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Abstract	  
 
The aim of this research project is to investigate how cultural domination could exist in the Ghanaian 
educational system on the micro and macro levels. This was accomplished by doing document 
content analysis of primary and secondary data, e.g. policy documents and peer-reviewed journal 
articles. A hybrid constructivist-structuralism epistemology utilizing Bourdieu’s theory of practice 
was employed, focusing on the concepts of cultural reproduction and symbolic violence. Qualitative 
data and supplemental statistical data was used to give an everyday picture of the conditions, which 
legitimized cultural domination in the Ghanaian educational system. They were, (1) Ghana’s colonial 
history, (2) Ghana’s dependence on donor economic capital, (3) top-down centralized decision 
making regarding curriculum, programs and learning methods (4) disparities in access to higher 
education and cultural capital. These conditions perpetuate symbolic violence and cultural 
reproduction, which in turn leads to a Ghanaian habitus where western values and English language 
are misrecognized as superior to local forms of knowledge, through the educational system’s guise of 
neutrality, exemplified by the widespread belief amongst Ghanaians that education itself will lead to 
social mobility.   
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1.	  Introduction 
 
First, the problem area at hand will be outlined (1.1.), leading to the problem definition (1.2.) and 
working questions (1.3.). 
 
1.1.	  Problem	  Area 
 
Development perspectives have increasingly connected education as crucial to ending poverty in 
developing countries (Development Economics Vice Presidency the World Bank  2005: 9). At the 
dawn of the new millenium, world leaders gathered at the UN to lay out a 15 year plan for reducing 
global poverty, hunger, and disease -- the so-called “Millenium Goals” (Millenium Project, 2006). 
Second amongst these eight goals, is the call for achieving universal primary education: to ‘ensure 
that, by 2015, children everywhere, boys and girls alike, will be able to complete a full course of 
primary schooling’ (United Nations, 2010a: 16). Motivating this goal is the assumption that 
education is a basic human right: 
‘Everyone has the right to education. Education shall be free, at least in the elementary and 
fundamental stages.’ (UN General Assembly, 1948. (a. 26 s. 1)) 
 
Additionally, universal education is seen as fundamental to the achievement of other Millenium 
Development Goals, as it is: 
‘... necessary for enjoying many other rights. It is transformative and empowering, and a 
means for accessing broad economic, social, political and cultural benefits. Primary 
education is a powerful driver for realizing all the MDGs and for sustainable development 
more generally.’ (United Nations Development Group, 2010: 1) 
 
Although progress has been made towards reaching this goal, estimated at 89% enrollment in the 
developing world in 2008 (United Nations, 2010a: 16), actually reaching the coveted target of 
universal education by 2015, progressing at the current rate, seems to be unlikely (United Nations, 
2010b: 1). Especially problematic, is the fact that of the 69 million children not attending school, 31 
million of them are from sub-Saharan Africa -- the lowest of all regions worldwide (ibid.). As a 
result, global organizations have been hard at work providing research and resources with the aim of 
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increasing attendance and reducing dropout rates in sub-Saharan Africa. In fact, international aid 
organizations, e.g. the UN and World Bank, have established a framework for worldwide educational 
policies, which are particularly influential to the policy-making in foreign aid-dependant countries of 
the developing world (Yamada, 2005: 72). The framework promoted by these international aid and 
financial organizations could establish a neoliberal dominance where development assistance is now 
influenced by corporate interests, global competitiveness and, importantly, their investment requires 
evaluation and monitoring of progress which is often dominated by economic bottom-lines, the “rate 
of return”, quantifiable social and economic indicators as  popularized by Psacharopoulos 
(Psacharopoulos et al, 2004: 1). For example, policy evaluations on the abolition of public school 
fees in Ghana, have been successful in raising public school attendance in challenged areas from 4.2 
million to 5.4 million between 2004 and 2005 (MDG Monitor, 2007). However, this could create 
tension in the education production, as the role of local cultural contexts are often ignored in the 
analysis of progress (Crossley, et al 2005: 25).  
 
Ghana, in addition to its success in increasing school attendance, is an interesting case because it is 
regarded as the “star pupil” of organizations such as the World Bank (Hutchful, 1995 cited in Obeng-
Odoom, 2012: 85), having since the late 1980’s reformed much of its governmental structure, 
including the Ministry of Education, in accordance to the neoliberal development guidelines of the 
World Bank (Obeng-Odoom, 2012: 85). According to the Ghanaian Ministry of Education, the 
overall goal of the Ghanaian educational system is to: 
‘provide relevant and quality education for all Ghanaians especially the disadvantaged to 
enable them acquire skills which will make them functionally literate and productive to 
facilitate poverty alleviation and promote the rapid socio-economic growth of the country.’ 
(Government of Ghana, 2009) 
 
While the definition of education as both a human right and means of empowerment put forth by the 
UN is recognized by many, education as a concept has been highly contested within the social 
sciences by scholars such as Eric Hobsbawm and Pierre Bourdieu. Education is much more than 
literacy and schooling, and especially in post-colonial countries such as Africa where it is a complex 
interweave of traditions, indigenous practices and social norms, requiring an intercultural 
understanding (Crossley, et al 2005: 25). Hobsbawm argues that the notion of striving for universal 
education is not a new phenomenon -- neither is the goal of literacy as put forth by the Ghanaian 
Ministry of Education -- these notions dates back centuries (Hobsbawm, 1996: 1069). Hobsbawm 
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describes the adoption of universal literacy and a standard language as a political process and not a 
cultural process, which is a fundamental part of state building and nation-state ideology. The process 
of implementing a national language is one of compulsion and ruthless exclusion of parts of the 
society in the state (Hobsbawn, 1996: 1071-72). Ghana, a highly multicultural state which is host to 
many different indigenous cultures and languages, has adopted English as its official state language, 
in government, business and education (Dakubu, 2006: 1). Hobsbawm equates language to culture 
and knowledge, and warns that ‘the concept of a single, exclusive and unchanging ethnic or cultural 
or other identity is a dangerous piece of brainwashing' (Hobsbawm, 1996: 1067). 
 
Additionally, Bourdieu, through his empirical studies on art students in France, views the 
educational system as a non-neutral mechanism for enforcing and reinforcing both power relations 
between classes and cultural domination. Power relations are reinforced, as the children of successful 
parents receive cultural and material benefits that allow them to achieve success, while the children 
of less successful parents do not come equipped with the same benefits, and have objectively lower 
chances of success, relatively. Cultural domination is enforced as well, as what is defined as 
educational success in a given society, e.g. successful literacy in Denmark would be described as 
reading and writing in Danish, is decided by the dominant culture at hand, while others are excluded. 
Culture is in this sense experienced as a natural basic principle, it is not questioned (Jenkins, 2002: 
105), and is created and recreated through these aforementioned processes of domination, referred to 
as social or cultural reproduction.  
 
With these theories in mind, it is evident that the goal of universal education is a complicated matter; 
it is not a clear cut solution, but has implications for Ghanaian society, in terms of what is being 
taught, and how. Cultural domination could be taking place, on two levels: through the heavy 
influence of global organizations on Ghanaian policy-making, and in the education system itself 
which exists as a process of historical development. These issues motivate a deconstruction of the 
educational system of Ghana, which will be achieved by exploring the country’s colonial history and 
present-day school system, and tracing out instances of cultural domination occurring throughout the 
Ghanaian educational system in its process of creating “literate” and “productive” citizens in the 
name of rapid socio-economic growth. Based on these theoretical assumptions, the following 
problem definition is raised. 
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1.2.	  Problem	  Definition 
 
How could the educational system in Ghana create cultural domination within its society? 
1.3.	  Working	  Questions 
 
1.3.1. 
How has the social, cultural and political history of Ghana lead to the current educational 
system, and what is it comprised of in terms of institutional structure? 
 
1.3.2. 
How, and what type of, knowledge is reproduced and valued in the Ghanaian educational 
system at the micro level? 
 
1.3.3.  
What power relations are at play in the Ghanaian education system, on the micro and macro 
levels, and how do they interplay to influence cultural reproduction?  
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2.	  Methodology	  
2.1.	  Introduction	  to	  Methodology 
This chapter will contain an account of the methodology employed to answer the problem definition. 
First, in (2.2), a discussion of this project’s epistemology and ontology will take place. Second, in 
(2.3), the theoretical framework and main concepts will be outlined, including Bourdieu’s theories of 
habitus (2.3.1), practice (2.3.2), structures (2.3.3.), forms of capital (2.3.4), field (2.3.5.) symbolic 
violence (2.3.6.), cultural reproduction (2.3.7.), and finally the concepts of Eric Hobsbawm in 
(2.3.8.). To conclude the theoretical framework, some limitations will be discussed in (2.3.9). Then, 
in (2.4.), the overall analytical strategy and research design will be unfolded. In (2.4.1.), the methods 
and level of research will be defined. Next, in (2.4.2.), the research field will be mapped out. Then, 
in (2.4.3.), the sources of data and the method of gathering data are accounted for. In (2.4.4.), issues 
of reliability and validity are discussed. Penultimately, in (2.4.5.) some limitations involving the 
research design will be brought forth. Finally, in (2.5) the methodology will be rounded off with a 
conclusion. 
2.2.	  Epistemological	  and	  Ontological	  Considerations	   
This research project will utilize a reflexive hybrid constructivist-structuralism epistemology based 
on Bourdieu’s ‘logic of practice’ theory, supported by Hobsbawm’s concepts of language, culture 
and national identity to explore how, and what, knowledge is disseminated through the educational 
system in Ghana, and what this means for Ghana in terms of cultural dominance and power relations 
within society. Cultural domination, in this case, will be conceptually expressed mainly in terms of 
both symbolic violence and cultural reproduction, which will be defined later in 2.3.6. & 2.3.7.  
 
In terms of the structuralism within the hybrid epistemology, the roles that Ghana’s political and 
educational institutions -- and the influence of foreign institutions (in colonial as well as modern 
times) -- have in shaping and reproducing these power relations, will be taken into account. This will 
be accomplished by reviewing Ghanaian education policy and researching Ghana’s past. The 
weakness of a pure structuralist position is that there is an absence of individual agency. 
 
However, the researchers in this project do not assume that these institutional structures are 
deterministic, where the individual agent is powerless before them; rather, the constructivist part of 
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the hybrid epistemology employed in this project implies that reality is a product of social consensus, 
and is thus socially constructed. Ontologically, this research project assumes that reality does not 
exist objectively; rather, the structures within reality have been constructed socially and are 
consequently perceived as objective, through a process of institutionalization and legitimation, as per 
the constructionism of Berger and Luckmann: ‘reality is socially constructed, and that the sociology 
of knowledge must analyze the processes in which this occurs’ (Berger and Luckmann, 1966: 1). The 
implication of this is that reality and its governing institution can and do change; reality is 
contingent, i.e. conditionally based on a complex interweaving of past events that have lead to a 
current state of existence which has come to be taken for granted as objective reality. That is to say, 
reality is not “out there” -- it is not objective fact -- rather, it is perceived or experienced on a 
subjective level. Reality is created individually through one’s own interpretations and sense-making 
of the world, as well as thoughts and actions (ibid.: 19). In order to understand the functionings of 
everyday life, social scientists must analyze how social reality is understood and reproduced in 
society. 
 
The aim of this research project is therefore to depart from the common-sense understanding of 
education in Ghana, by deconstructing and interpreting the historical processes which have lead to its 
current taken-for-granted state of institutionalization. By deconstructing the institutions in the 
educational system in Ghana, a better understanding of the individual agents themselves can be 
obtained. Consequently, this research project has a direct relation to the objective of inquiry, i.e. 
Ghanaian society, in the sense that by creating knowledge through research, it is possible to alter 
their perception of reality. However, for Berger and Luckmann, institutional structures ‘must and do 
claim authority over the individual’ (ibid.: 59), provided they are perceived as legitimate; the most 
effective institutions are likely to be taken for granted altogether, meaning that alternative courses of 
action outside of the institutional order will be unthinkable. As the individual’s knowledge of the 
social world is built upon knowledge gained from the institutions around them, they are constrained 
to think within the boundaries of said institutions. For Bourdieu, however, uncovering the 
deterministic attributes of institutions leads to the emancipatory power of individual agents to change 
these institutional structures. 
 
Although this research project has tried to stress the importance of the role of the individual agency 
in the epistemology, it is acknowledged that the use of primarily secondary data and distance from 
the object of inquiry may or may not give room to hear the voices of the individual agents in Ghana. 
	   12	  
To compensate for this, this research project has strived to gather qualitative secondary data from 
Ghanaian researchers, who are closer to the source, so to speak. 
 
In conclusion, constructivist-structuralism in a Bourdieusian sense means that structures are not 
deterministic, nor are there completely free agents, but instead agents compete to recreate or reinvent 
institutional structures -- there is a dialectic interplay of the objective subjectivity and of dynamic 
‘structuring structures’ (as Bourdieu termed it) generated through a fluctuation of agency and 
structure (Grenfell & Hodkinson, 1998: 30, 31). Between agency and structure lies Bourdieu’s logic 
of practice, which was in fact developed ‘as a research epistemology that goes beyond the usual 
traditions in paradigmatic oppositions’ e.g. structure vs. agency, as he saw this as the pragmatic way 
to ‘study the manifestations and processes of social distinction and differentiation’ (ibid.: 17). The 
underlying concepts of Bourdieu’s logic of practice theory will be outlined in section (2.3), as they 
are functionally a necessary tool for fully understanding how, practically, the aforementioned hybrid 
constructivist-structuralism epistemology will be carried out.  
 
Bourdieu, in his middle position between structuralism and constructivism, rejects the primacy of 
both structures and discourse (Delanty & Strydom, 2003: 324); in this research project, however, 
looking to discourse and language is integral in understanding the domination contained within the 
English-only policy of Ghana. Culture is important as well, as the concept of cultural domination is 
integral to the problem definition. Bourdieu has been criticized for his lack of concrete theory 
pertaining to culture and for having an unclear definition of this concept (Jenkins, 2002: 92), which 
motivates the inclusion of Hobsbawm’s language and cultural theory into the epistemological 
framework. Hobsbawm has roots to traditional Marxism, which could be seen as conflicting with this 
research project’s ontological framework, as the conflict between classes in capitalism are seen as 
objective and rooted in material differences. For Bourdieu, class struggles are also important, as he 
too was somewhat inspired by Marx, but his conceptualization of class domination is more nuanced 
and fluid and based on more than just material capital, as will be described in the following 
theoretical section. 
2.3	  Theory	  and	  Concepts	   
Pierre Bourdieu is especially known for being a part of the branch of reflexive sociology, where his 
work on education in particular has been noticed. Bourdieu wanted to make a break with the 
previous scientific study of education by introducing the concept of education in relation to the wider 
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field of power, inequality and social order (Jenkins, 2002: 111). The theoretical framework carried 
out in this project will rely mainly on the theories of Bourdieu, where the main emphasis will be on 
his concepts of cultural reproduction and symbolic violence, within the practice of pedagogic action, 
though his other main concepts will be outlined in order to grasp the theoretical context in which 
these two main concepts appear. This contains the following concepts: habitus, practice, field, 
structure, forms of capital, symbolic violence and social/cultural reproduction. Further, the theory of 
Bourdieu will be supported with some concepts of Hobsbawm, which will will be used as theoretical 
tools in the analysis, though the main theoretical framework consists of the theory of Bourdieu.  
 
2.3.1	  Habitus 
Habitus is an objectively adopted system of conditions and principles which generate and organize 
practices, ‘a practical hypothesis based on past experiences, give disproportionate weight to early 
experiences’ (Bourdieu, 1990.: 54). Thus, the habitus is a product of the past, produced by history, 
and it generates history of individual or collective practices. In other words, habitus is internalization 
of reality and externalization of internality, which is a process, embodied in human being, shaped by 
the practices of actors and the interaction between actors and with the environment (Jenkins, 2002: 
74-75). Dispositions, which can be understood as habitual state or attitude, in other words, makes up 
habitus and is the generative basis of practice (ibid.: 76). Dispositions exist both in a conscious and 
unconscious character, which also implies that the logic of practice can exist beyond consciousness 
and habitus can therefore not be confined to awareness (ibid.: 77). 
 
Habitus is activating the presence of the past experiences, which reflecting on the individual's 
perceptions, actions and thoughts in the moment of practice and adjusted to the particular condition, 
‘the dialectic between the objectifying intention and the already objectified intention’ (Bourdieu, 
1990: 55). The habitus is internalizing the institution by transforming it to a common sense, ‘the 
habitus is what enables the institution to attain full realization: it is through the capacity of 
incorporation, which exploits the body's readiness to take seriously the performative magic of the 
social’ (ibid.: 57).  The internalization is both based on more explicit processes such as through 
teaching as well as more implicit process such as through socialization, but the classical ways of 
changing habitus is through education and pedagogy (Jenkins, 2002: 76). Habitus will be 
operationalized in this project by investigating how and what knowledge and education is valued in 
Ghanaian society, and which dispositions have guided this habitus. 
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2.3.2	  Practice	   
Practice should be understood as placed in time and space and is socially constructed out of natural 
cycles of time, such as human lifetime and seasons (Jenkins, 2002: 69). The habitus contains 
structured dispositions, which maintain the practice’s outcome and are produced by past practices 
(Bourdieu, 1990: 58). The agent’s habitus reproduces structures by practices, thus internalizing the 
external. A group of people can have similar structured dispositions, producing similar practices, and 
by that externalize the internal structure disposition and reproduce it (ibid.: 59-60.). Moreover, 
objective structures can be produced by collective practices because of the externalization of the 
similar structure dispositions caused by similar habitus of the agents (ibid.: 60). Practices relevant for 
this research project include pedagogic action, e.g. teaching methods, choice of language, school 
attendance, curriculum development, policy-implementation, etc. 
 
2.3.3	  Structures 
Two groups of structures can be recognized in the theory of Bourdieu in relation to the habitus of the 
agent, ‘objective structures and structured dispositions’ (internal structure) (Bourdieu, 1990: 54-55). 
The objective structures are externalities in present time, and structured dispositions are past 
experiences, which defined in the habitus of the agent, those dispositions tends to reproduce similar 
structures to the ones that are being predisposed, which is a process of internalization/symbolization 
(ibid.: 55). Structures produce habitus and potentially maintain practices (ibid.). The external 
structures investigated in this research project include global, national and community level 
educational practices. The internal structural dispositions will be investigated through looking at 
Ghana’s educational history as well as local knowledge, norms and values. 
 
2.3.4	  Forms	  of	  Capital 
Bourdieu differentiates between various different types of capital where the four main concepts of 
capital are economic, social (understood as valued relations), cultural (primary legitimate 
knowledge) and symbolic capital (prestige, reputation and social honor) (Jenkins, 2002: 85). All the 
types of capital should be understood as standing in relation to each other and as commodities that 
can exchanged and produced. Bourdieu argues that cultural capital serves as an ‘economic function 
and operates in the same way as economic capital by ‘purchasing’ social advantages for certain 
groups’ (Bilton, 2002: 285) and there is thereby a link between the other types of capitals and 
economic capital. This will be operationalized by looking at which types of cultural capital are 
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valued by Ghanaian students, teachers, and parents, and which forms of symbolic capital have power 
and the micro and macro levels. 
 
2.3.5	  Fields 
In terms of Bourdieu’s theoretical framework, field is understood as a social arena in which struggles 
over resources takes place (Jenkins, 2002: 84). Each field has a different logic and taken-for-granted 
structures which are both the product and producer of habitus (ibid.). Central to social analysis is 
social relations in the field (ibid.). The field works as a structured system of social positions 
occupied both by individuals and institutions and it works as a system of force, which is structured 
internally according to power relations, where a relevant aspect is the distribution of power among 
the actors in the field (ibid.: 85). The positions within the field stands in relation to domination, 
subordination and equivalence in regards to access to capital in the field (ibid.).The nature of the 
positions in the field should be understood in terms of the relation to the forms of capital (ibid.). 
 
Different fields should also be understood in relation to each other, which is defined as a relation 
containing power structures and structures of domination between the different fields (Jenkins, 2002: 
86). Society can thereby be understood as a social space which is constituted of interrelated fields 
(ibid.). 
 
The field of politics should be understood as the predominant field in any society, which makes the 
source of hierarchical power relations and determines the structure of all other fields (Jenkins, 2002: 
86). Further, when working with the notion of field it is important to map out the ‘objective 
structure’ of positions, the relationship between the positions and their competition over the capitals 
of the field (ibid.). This will be done preliminarily in 2.4.2. and throughout the research project. In 
continuation the last crucial analytical operation is making an analysis of the habitus in the field and 
the strategies produced in the interaction between these, where the opportunities and constraints of 
the field are important factors (ibid.). 
 
2.3.6	  Symbolic	  Violence 
Bourdieu’s theories of cultural reproduction and symbolic violence were inspired by his empirical 
studies of art students in France (Jenkins, 2002: 111). Essential to these theories is how class 
privilege and power is produced and reproduced in society, in this case through the apparent 
neutrality of the educational system (ibid.). 
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Symbolic violence can be defined as ´impositions of systems of symbolism and meaning (culture) 
upon groups or classes in such way that they are expanded as legitimate´ (ibid.: 104), where power 
relations make the impositions possible. When a culture is accepted as legitimate, the forces of 
power relations create the foundation for systematic reproduction, which happens through 
misrecognition (ibid.). Misrecognition should be understood as ‘the process whereby power relations 
are perceived not for what they objectively are, but in a form which renders them legitimate in the 
eyes of the beholder’ (ibid.). To understand the term of symbolic violence further, it becomes 
relevant to look into Bourdieu’s notion of culture which contains an aspect of power, whereby he 
describes that all cultures are equally arbitrary and ‘behind all cultures is the arbitrary sanction of 
‘pure de facto power’ (ibid.: 105). 
 
The basic practice of symbolic violence, which also forms the mainstay of the concept, is pedagogic 
action. Bourdieu subordinates pedagogic action into three categories; diffuse education, family 
education and institutionalised education (ibid.). Symbolic strength of pedagogic agency is the 
capacity to inculcate meaning successfully, which is a function of its weight in power relations 
(ibid.). These modes of inculcation happen both implicitly and explicitly (ibid.: 107). In Bourdieu's 
theory, due to the powerful position of dominant classes, pedagogy reflects the dominant groups or 
classes interests and tend to reproduce the uneven distribution of cultural capital, which also 
reproduce the social structure in the social space (ibid.: 105). Further, pedagogy leads to the 
exclusion of ideas, by imposing one dominant culture (ibid.). A basic element of pedagogy action is 
pedagogic authority, which is felt neutral but never can be neutral or free of a certain culture (ibid.: 
109). This cultural authority is handed over and not earned (ibid.). Through the pedagogic work and 
action the legitimate culture is being experienced as a natural basic principle, which is not questioned 
(ibid.: 105). 
 
When symbolic violence is set into the context of schooling, the dominant class acts out ‘symbolic 
violence’ when their powerful position enables them to place their culture (or habitus) as superior to 
others which enables them to ‘impose their own framework of meaning on the school as if it were the 
only legitimate culture’ through education and schooling (Bilton, 2002: 284). Through symbolic 
violence, the dominant class defines worthy topics, what counts as knowledge and what is intelligent 
activity (ibid.). Although the school might treat pupils equally, through the selection of curriculum, 
schools allows pupils from some cultural backgrounds to enjoy success and others to experience 
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failure by making these socially produced principles of selection appear natural (ibid.). The school 
acts “naturally” in the way that it evaluates pupils in their mastery of the culture of the dominant 
culture (ibid.). 
 
In other words symbolic violence can be seen as the idea that, ‘all societies are based on some form 
of oppression or exploitation and that these conditions reproduce with time, not only because of 
physical violence or worldly power, but also because of a consensus, then there is a proper 
contribution to the upholding of order made by symbolic representation of reality’ (Callewaert, 
2000: 310).  
 
2.3.7	  Cultural	  Reproduction 
Bourdieu observed that even the choice of discipline, and the student’s attitude to their education, is 
influenced by familial background. The factors that determine what is brought to the educational 
“table” by the student in this case, i.e. how they perform, how comfortable they are in an institution 
and their achievements, are to a great extent learned through the family and thus reproduce class 
inequalities (Jenkins, 2002: 111). In other words, those who succeed in education will attain a higher 
level of social class and in turn pass this cultural knowledge onto their children, who will mostly 
likely repeat the pattern with their own children, and so on, in essence reproducing a cycle of 
privilege. Those who do not come equipped with a similar cultural background will be at a 
comparative disadvantage in regards to education. 
 
The apparent neutrality of the education system masks this reproduction of privilege; Bourdieu 
argues that the school system ‘consecrates privilege by ignoring it, by treating everybody as if they 
were equal when, in fact, the competitors all begin with different handicaps based on cultural 
endowment’ (ibid.). The legitimacy of the school system as an institution, and the weight of cultural 
heredity, causes the disadvantaged classes to accept the terms of the ‘objective future of their social 
category’ (Bourdieu, cited in ibid.). Although the reasons for this deterministic inequality may not 
even be fully understood by the disadvantaged, the supposed neutrality of the system makes it appear 
that those who do not succeed “bring it on themselves” as ‘the only people excluded [are] those who 
excluded themselves’ (Bourdieu, cited in ibid.). 
 
Furthermore, the dominant culture in a given society becomes misrecognized as legitimate by the 
more disadvantaged classes (Jenkins, 2002: 112). The different “objective” classes within society 
	   18	  
will however stand at different positions relative to the dominant cultural legitimacy, based on their 
class habitus (ibid.). Within these objective class structures, the individual can have subjective 
expectations of the probable outcomes related to their objective class position (ibid.). In regards to 
education, Bourdieu observed empirically that different classes have different objective probabilities 
in terms of actually wanting to receive an education, succeeding in it and also having the opportunity 
to attend, showing an ‘objectively graspable manifestation of the relationship between the 
educational system and the system of class relations’ (Bourdieu, cited in ibid.). 
 
Since the dominant culture is what is being inculcated by the educational system, as outlined in 
(2.3.6.), it becomes natural that those who are part of that dominant culture through familial heritage 
and socialization will excel in the educational system, as excellence itself is defined in terms of what 
is dominant in a given cultural paradigm (Jenkins, 2002: 112-113). Again, due to the misrecognized 
legitimacy of the educational institution as a neutral system of equal opportunity, the habitus of the 
lower classes will reinforce their disadvantage as they are not equally culturally endowed to succeed 
(ibid.: 112). The relative objective position of one’s own class habitus to that of the culturally 
dominant class will determine success within education -- those furthest culturally removed from the 
dominant position will have the least chance of success (ibid.:112-113). Thus, class relations are 
reinforced through the process of cultural reproduction. This theory can be extended to other facets 
of society that reproduce class relations, i.e. besides education, however, in the case of this research 
project, Bourdieu’s original theory can be used without further abstraction. By exploring the habitus, 
dispositions and practices within the field of education, it becomes possible to investigate cultural 
reproduction and symbolic violence within the Ghanaian educational system. 
 
Cultural domination in the education system in Ghana will be studied by combining Bourdieu’s 
concepts of symbolic violence and cultural reproduction.  This can be inferred by looking at links 
between power relations in the field and the shared values that reflect what is being legitimized. 
 
2.3.8.	  Hobsbawm’s	  	  Concepts 
In contemporary society, some of the human activity and practice is concerned with the notion of the 
globe as one unit or system. This notion includes a globalized system of thought, and new techniques 
and modes of communication, which helped to spread the notion to all levels of society, the 
individual, community, state and the global world (Hobsbawm, 1998: 1). The foundation of the UN 
can be seen as a globalized act made by all states and it concerns with the notion of the globe as most 
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essential, thus it recognized new structures and practices in favor of the globe. Moreover, 
globalization is linked to standardization, it is essential to have common values and terms in order to 
conduct human activity in the globalized world. Hobsbawm (1998: 1) examined this standardization 
process with the idea of standard language, namely English, which is improving the communication 
and collaboration between the different actors and make the activity more simple and sequential. 
 
In contrast to globalization, the nation, which is by definition exclusive and particular, it is not global 
and cannot be recognized as any other nation. From a global point of view, the nation is equal to all 
the other nations under the globalized world, but from a national standpoint, the nation seen as 
unique and initial, ‘this is both objectively and subjectively so’ (Hobsbawm, 1998: 1). Hobsbawm 
(1996: 1065) distinguished between the nation and the state. The state is mostly a demarcated 
territory, where all citizens, without exceptions, are coming under the same set of rules, which 
operated by the territorial government and its authority. The nation is not limited to a specific 
territory, it is an “imagined community” who shares similar language, ethnicity and culture 
(Hobsbawm, 1996: 1066). It is contrast to Nationalism, where the two notions, state and  nation are 
combined and coming under one territory, one state for every nation, and oftenly, the idea behind 
one nation is relying on the unification of all the different identities under the same language, 
culture, and ethnicity, namely national identity (Hobsbawm, 1996: 1066-67). Additionally, 
Hobsbawn describe the human being as ‘multi-dimensional beings’ (Hobsbawm, 1998: 1067), an 
individual with multiple identities. Historically, the idea of united identity to one nation in one state 
is conflicting with the individual’s multicultural identification, a complex situation where the state 
authority is forcing single, one type of culture, language or ethnicity, and is excluding any other type, 
turning it to irrelevant. 
 
Hobsbawm’s concepts, multiculturalism and multilingualism, didn’t appear before three reasons 
combined, ‘the aspiration for universal literacy, the political mobilization of the common people and 
the particular form of linguistic nationalism’ (Hobsbawm 1996: 1068). Multiculturalism depends on 
language (ibid.: 1065), and the idea of implementing a single national language is political and not 
cultural, thus it ‘only became important when ordinary citizens became an important component of 
the state; and the written language had to have relation to the spoken language only when these 
citizens were suppose to read and write it’ (ibid.: 1068-69). 
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Official language became a crucial part of the nation-state ideology, all colonies that won their 
independence after the second world war are implementing a local shaped language as a base to 
national education and culture (Hobsbawm, 1996: 1071). Universal literacy in one written language 
is a difficult, almost impossible, goal without the willingness of private households and 
communities. Learning in different language from the already established one is not an easier choice 
and it is not pedagogical, it is more a matter of power, recognition or status (ibid.: 1072). Language 
is changing character when it practiced in reading and writing, it need to go over standardization by 
grammar, spelling, vocabulary and pronunciation (ibid.). Hobsbawm emphasized that all languages 
have, to some degree, political elements, for example, when political independence is requested 
based on linguistic differentiation (i.e Catalonia, Basque, Wales) (ibid.: 1078).            
 
2.3.9	  Limitations	  of	  the	  Theoretical	  Framework 
A main criticism of the theory of Bourdieu, which also becomes relevant in this project, is the 
weakness of Bourdieu's definition of field, where different doubts arises both concerning the nature 
of a field and the demarcation of a field when operationalizing the concept. The doubt on the nature 
of the field is mainly concerning the question whether a field should be understood as a concrete 
arena being present in the “real”, if it is a common-sense category or if it should be understood as 
having a more abstract nature of an analytical concept (Jenkins, 2002: 93). Bourdieu does not present 
a clear answer to this consideration which makes the concept weak since the possibilities of what can 
be called a field somehow seem endless, which can lead to confusion when operationalizing the 
concept. This research project was therefore aware of this problem, and attempted to demarcate the 
field in concrete terms, as outlined in (2.4.2). 
 
Further the concept of habitus has been criticised for being problematic as well, due to questions of 
what embodied means in this sense and how habitus then both can be understood as an individual 
and as a collective entity, where an institution or a social group for instance can be explained as 
having an habitus (ibid.: 92-93). When working with habitus in an analysis, a problem arises since 
habitus is in the unconscious. Therefore the analysis must be based on the processes by which the 
unconscious come forward, which means that researcher have to analyse the way habitus gets 
manifested rather than actually analysing habitus. 
 
An aspect of Bourdieu’s theory which will not be applied in this project, is his idea of of the 
epistemological break, which is the idea that you as a researcher can overcome doxa and thereby step 
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out of subjectivity/non-science on to objectivity which means that a researcher is able to conduct 
neutral science (Grenfell & Hodkinson, 1998: 28). This epistemological approach to his theory 
seems conflicting with the assumptions applied that reality is socially constructed which means that 
science too is constructed by a scientist who cannot escape the influence of his or her habitus. This 
not only seems like a conflict within this particular project but a conflict within Bourdieu’s 
theoretical framework.  
2.4	  Analytic	  Strategy	  and	  Research	  Design 
The constructionist ontology stresses the importance of social actors in the social construction of 
reality, which in turn implies that the epistemology finds the truth about reality by examining the 
processes by which the social world of the education in Ghana is constructed and represented. As 
outlined in the preceding sections, these processes are nonetheless influenced by institutional 
structures which are tenuous yet constraining. 
Based on the selected ontological and interpretive epistemological assumptions, a qualitative 
inductive analytic strategy was selected as it allows for the exploration into these processes of 
cultural reproduction (via education), which are dynamic.  Reality is emergent, varies with time and 
place and therefore more clarity on the phenomena would be found by turning to the social actors 
representations on the processes, as opposed to creating typologies and quantifying them as a means 
of explanation. Statistical data will however be used to contextualize the qualitative data, by 
outlining the objective positions of actors on the field. 
 
2.4.1	  Methods	  and	  Level	  of	  Research 
The ontology and epistemology necessitated a combined macro/micro approach in order to explore 
the phenomena adequately. By incorporating a macro level approach the political and institutional 
structures, in the field of Ghanaian education, were explored to find an understanding of the 
constraints that are influencing the cultural development. Then, by narrowing down to the micro 
level of the community and schools, the research sought an understanding of how those values and 
meanings of cultural/educational development are perceived and reconstructed. 
The majority of the data was collected from secondary sources due to constraints on resources, time, 
and the distance between the research field and researchers (Ghana and Denmark respectively). The 
methods for data collection included (1) a historical analysis of the education in Ghana, (2) primary 
and secondary policy content analysis on education and development, (3) secondary curriculum 
content analysis; this will be mapped out further in (2.4.2.) and (2.4.3). 
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The theoretical concepts previously mentioned were used as a springboard for designing a thematic 
content analysis (Bryman, 2008: 55). The literature was reviewed to look for emerging patterns in 
the empirical data that could illuminate how the education in Ghana is a mechanism for cultural 
reproduction. Furthermore, this project looked for relationships between the types of knowledge 
being reproduced by the individual and institutional agents. The working research questions were 
guided by a general theoretical understanding of education, but the precise direction of the research 
adapted as the qualitative data unfolded new findings.  
 
2.4.2	  Mapping	  and	  Operationalization	  of	  the	  Research	  Field	   
An initial literature review was conducted using the search parameters: ‘education in Ghana’, 
‘private education in Ghana’, ‘public education in Ghana’ ‘development in education’, ‘privatization 
of education in Ghana’, ‘for-profit education’, ‘neoliberalism in Ghana’ on the databases JSTOR, 
SCOPUS, ISI Web of Knowledge, ERIC, EBSCOhost, SUMMON, and Google Scholar. The 
literature findings, in combination with the chosen theory, then guided the research design in 
mapping out the research field. This included overlapping fields, subfields and actors, all of which 
were jointly influencing the practice of cultural reproduction in Ghana. 
 
Main Research Field: (Micro Level) 
   1. Education in Ghana 
              Actors: teachers, students, schools 
Three overlapping fields: 
2.     Politics in Ghana (Macro level) 
Actors include the Ghanaian Government, Ministry of Education 
(MoE), and subvented agencies, Private Enterprises in Education 
3.     Indigenous community culture (Micro Level) 
Actors: tribes, families, religious institutions or groups 
4.     International Development (Macro level) 
Actors include multilateral and international organizations influencing 
Ghanaian education such as the UN, UNESCO, USAID, World Bank, 
DPG, DFID 
2.4.3	  Data	  Sources 
Secondary Data: Peer-reviewed journal articles ranging from the early 1960’s-2011. Previously 
mentioned databases were used and additional search parameters included: ‘history of educational 
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reform’, ‘Ghana educational reform’, ‘Ghana education policy’, ‘curriculum Ghana’, ‘students 
Ghana’, ‘teachers Ghana’ ‘human capital production Ghana’, ‘language in Ghana’, ‘English 
language Ghana’. Evaluation reports on education in Ghana and demographic data was also selected 
from the international organizations involved in development. 
Primary data: In addition an education policy content analysis was conducted on 
pertinent  documents, policies and legislature produced by the Ministry of Education Ghana and the 
Republic of Ghana. 
 
2.4.4	  Reliability	  and	  Validity	  of	  the	  Data	   
Regarding the reliability, the bulk of the data was intentionally selected from peer-reviewed journals 
as this provides a quality control mechanism. The majority of the books and evaluation reports were 
selected by citation-linking and indexing, where the authors were repeatedly referenced in the peer-
reviewed journals. This allowed the research project to include the data as credible reports on the 
issues, based on the assumption that the authors were cited experts in their field. Policy documents 
were gathered first hand from the official Ghanaian and organizational websites. Therefore the level 
of data reliability can be considered quite high. 
 
Reflecting on the validity of the data there are several limitations and necessary validity checks. 
Firstly, the distance to the research field restricted the data collection to relying heavily on secondary 
data that had been collected for other purposes. Consequently, attempts at emphasizing an “agent-
oriented” research was defined by previous interpretations of the individual agents’ opinions or 
“voice” during the original data collection. It would be conceivable that research designs from the 
secondary data may have been guided by stakeholder criteria (as in the case of Organizational 
Evaluations) or research paradigms that may have ignored shedding light on other representations in 
the process of education and culture reproduction in Ghana. Therefore as validity checks for 
secondary data, the content analysis considered what prompted the data collection, the context it was 
written under and the role of the researcher. 
 
Secondly, qualitative case studies were used, which may lead to concerns as to the generalizability or 
the external validity of the data as accurate representations of the phenomena. In this regard, the 
findings may not be representative of the multicultural Ghanaian society. Rather the emphasis on 
validity in these case studies, is on how well the data supports this research project’s theoretical 
	   24	  
arguments and generates theoretical concepts which are useful for the inductive approach chosen 
(Bryman, 2008: 55). 
 
Thirdly, this project was conducted by researchers from another cultural context (Denmark) than the 
research subject, where the choice and selection of data was guided by values which are inherently 
subjective. Yet, in an effort to conduct value-free and objective research, this possibility of 
researcher bias was acknowledged from the start of the project and the following validity checks 
were used through the analysis: (a) explore as many representations of the same conceptual problem, 
if possible until data saturation was reached. (b) analysis was conducted by a group of researchers 
serving as a cross check for internal validity to ensure that data could be regarded as an indicator of a 
concept. 
 
2.4.5.	  Limitations	  of	  the	  Research	  Design 
Ideally, this project would have had firsthand access to the research field thus facilitating a thorough 
“actor-oriented” research using additional qualitative methods (e.g. interviews, focus groups, 
observation). This would have boosted the validity of the research claims, and allowed opportunity 
to consult the findings with experts and agents in the field of Ghanaian education. 
2.5.	  Methodology	  Conclusion 
In summation, a hybrid constructivist-structuralism epistemology and constructionist ontology will 
be utilized to deconstruct the Ghanaian educational system in this project, supported by a theoretical 
framework based on Bourdieu’s logic of practice theory -- the concepts of symbolic violence and 
cultural reproduction in particular -- and Hobsbawm’s notions of language, culture and national 
identity. The research project will investigate data consisting of primary data, in the form of policy 
documents, and secondary data obtained from research databases and official statistics. To answer 
the problem definition, both the macro and micro levels will be explored.  
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Chapter	  3. 
3.1.	  Introduction 
This chapter will map out institutional structures, reforms and agents in Ghanaian educational history 
in order to answer the first working question: How has the social, cultural and political history of 
Ghana lead to the current educational system, and what is it comprised of? This background data on 
a macro level will set the stage for the next chapter (Chapter 4) by showing how the legitimized 
practices of cultural reproduction today have a historical context. The historical starting point for this 
paper is (3.2) the missionary and colonial institutions; (3.3) then the independence era; (3.4), 
followed by the neoliberal turn; (3.5) ending with current education policy in Ghana. 
3.2.	  Historical	  Perspective	  on	  Education	  in	  Ghana 
The point of departure in this research project is the activities of the missionary schools in West 
Africa and the colonial rule in the Gold Coast. Education as practice goes back centuries, it is the 
link between two different cultures throughout education that is the main interest of the research 
project. In this historical view, institutionalization of education and its characteristics are the main 
focus, and it is aiming to present the utilization of education as a dominant force in the reproduction 
of cultures. Historically, Ghana is described as a multicultural and multilingual area (Dei, 2002: 344, 
348; Dei, 2005: 278; Kankpeyeng & DeCorse, 2004: 94), where local tribes and communities are 
interacting with different cultures throughout educational practices, and the contact between global 
and local forces comes into play. As supported by the theory outline of the research, pedagogic 
action is a tool that maintains symbolic violence and cultural reproduction of one culture throughout 
legitimation of education.   
 
3.2.1.	  Missionary	  Schools 
Early activities of formal education in Africa were initiated by European traders and missionaries, 
who first visited the continent during the late 15th and early 16th centuries and set up schools to 
pursue their different goals, where the goals of the missionaries were to spread the gospel (Ofori-
Attach, 2006: 411). Over time, the missionaries gained support both from the traders and the British 
Empire, who came to take control over most West African territories (ibid.: 411). The first 
establishment of formal schooling therefore became a mix of agendas, namely commerce and 
evangelization (ibid.: 411). Through the first schools Christianity reached a dominant position in the 
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field of formal schooling while at the same time excluding most African traditions from formal 
education by imposing their own framework (Woolman, 2001: 27). European missionaries saw it as 
their duty to share with their African brothers and sisters the “modern” happenings which had 
created great change in Europe, linked to Jesus Christ and his mission of salvation for humanity 
(Ofori-Attach, 2006: 413). The educational system was used as a tool for social transformation, 
where attendees were required to adopt to European dress, culture, language and values, where the 
missionaries saw no need to include African values and ways of life into the curriculum, since this 
was viewed as completely in opposition to European ways of life and Christian ethics (ibid.: 413), 
whereby they imposed their own framework of meaning as if it were the only legitimate culture. 
 
In this way, through missionary schools Africans adopted new identities as Christians and modern 
people, since African school children entered the realm of socialization through boarding schools 
and Christian communities (Coe, 2002: 24-25), which not only were considered as containing 
Christian values, but as well a symbol of modernity and progress, associated with prestige and 
upward mobility (ibid.: 25). During the beginning of the World War 1, schools started to come under 
greater government supervision, but in the following years missionaries provided most of the formal 
schools in the Gold Coast (ibid.: 25). 
	  
3.2.2. Colonial Rule	  
Issues of education in colonial areas started to get more widespread attention around 1910, when the 
World Missionary Conference was held in Edinburgh, where ideas of education in colonies was 
discussed in an effort to integrate the different Protestant missionary views on education (Yamada, 
2009: 29).  
 
All educational policy in Africa was under great influence from external forces, colonial rulers, 
which also applied in the case of Ghana, where the educational policy was introduced by British 
colonial administrators, who developed a standard education policy for all the territorial areas of the 
colonial British Empire (Yamada, 2005: 72). The educational policy at the time was comprised of a 
combination of different educational ideas of the time and main educational philosophies can be 
identified as the model of American black industries education, Victorian moralism and theories of 
“learning by doing” developed by the progressive American educationists such as John Dewey 
(ibid.: 77). 
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One organization which had a big influence in the shaping of educational policy in many colonial 
areas, was the Phelps-Stokes Fund, which was a New York based philanthropic foundation (ibid.: 
77). Their educational philosophy was based on the idea of American Black educational models, 
which were developed in America. In the years of 1919 and 1924, they sent commissions to Africa in 
order to investigate possibilities for integrating these ideas into an African context (ibid.: 77). 
 
The American model of black industrial education was initiated in America in relation to the 
education of slaves, and the educational direction stressed the importance of character training 
through handwork, in order to produce obedient black Americans. The goal was to make ‘blacks stop 
challenging the existing structure and start trying to fit into it’ (Yamada, 2009: 37), and thereby 
reproduce the existing socio-economic structure where black people occupied the lowest rung in 
society (ibid.: 39). The intention was to develop characters that would internalize the dominant 
values of society and maintain status quo’ (ibid.: 38). This type of education promoted vocational 
training linked to agricultural and industrial education, which was argued to have a practical 
application to their lives (Yamada, 2009: 39-40). The educational philosophy was marked by racial 
views, where the subordination of blacks was justified by their ‘lower stage of moral development’ 
(ibid.: 40). This educational model was mostly influential in East Africa and southern territories of 
the British Empire, since at the time there was a perception that there was more racial confrontations 
in those areas and since they saw that African intellectuals were more active and organized around 
the Gold Coast (Yamada, 2005: 77). 
 
The second main influential educational theory, was the Victorian moralism present in the  British 
Victorian Education system and based on British moral which stressed character development 
through different types of school life, that served as a transmitter of values and norms (Yamada, 
2009: 37). This was a main element, regardless of whether it was an elite school for leaders or for the 
working class, academic or vocational (Yamada, 2005: 77). Vocationalism was prevalent in the 
Ghanaian context (ibid.: 78). Through experience, students were meant to internalize special sets of 
attitude, which were especially promoted through emphasis on student-teacher relations and extra-
curriculum activities, which meant that the influence by British staff and the design of school life 
was important (Yamada, 2009: 38). Schools in that way served as moral socializing institutions that 
would develop both intellect and personality which was mainly done through boarding schools, 
training from adequate British staff and a delegation who was responsible for disciplining student 
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monitors (ibid.: 40). The character training and the extended school life was also targeted to replace 
unacceptable indigenous activities (ibid.: 40). 
 
The third main influential idea at the time was American progressive education, with John Dewey at 
the head. American progressive education was targeted at creating leaders, who should form truly 
democratic societies and the concept of democracy should not only be learned through lectures but 
by doing, which meant that it the democratic form should be part of the school environment. This 
school model strived to create society transformers through character development, which made this 
direction contrary to the American model of black industrial education, which meant to keep status 
quo (ibid.: 37). 
 
At the times of these educational ideas, Governor Sir Gordon Guggisberg was the head of the Gold 
Coast, including post-colonial Ghana (Yamada, 2005: 73). During his governorship from 1919-1927, 
he created changes in the educational and the financial support to colonial schools increased by a 
factor of four during this period (ibid.). Education, he stated, is ‘the first and foremost step in the 
progress of the races of the Gold Coast’ (Colonial Office, 1923: 202  cited in ibid.) and he further 
expressed that the goal of the education was to train the Gold Coast to be industrially and socially 
self-sustaining (ibid.). The education was built on manual activities and practical work rather than 
academic skills  (ibid.).  
 
3.2.3.	  The	  Achimota	  School 
In 1922 Governor Sir Gordon Guggisberg’s aim was to establish a governmental model school with 
the purpose of creating future leaders and therefore he appointed a committee to decide on the 
educational philosophy (Yamada, 2009: 31). The purpose of the school was both to create 
intellectual training and character development (ibid.: 30), and furthermore, the school should work 
as an experiment on how to adapt the latest European educational ideas in an African context (ibid.: 
32). Two main goals of the school can be identified. First, to socialize students to norms and values 
of English ruling class, mainly through school life where rituals were based on european traditions. 
Secondly, to retain the developed leaders’ sympathy with the masses, which can explain why the 
students were taught African history, languages and traditional values (together with European) 
(ibid.). It was the first school model established, which reflected the idea of adopting the curriculum 
to the socioeconomic and cultural background of African students (ibid.: 35). The model school was 
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under great debate at the time and resistance arose from both colonial office administrators and the 
intellectual African. 
 
The test school was named the Achimota School and was finally set up in Ghana during the colonial 
rule of the British empire in 1927 in order to make a model school for education of leaders (ibid.: 29) 
and was further intended to work as a center where standards were set up which could work as 
standards for the whole colony (ibid.: 43). It was done in idea of blending the two cultures, European 
and African culture, where the goal where to make the students ‘Western in intellectual attitude’ and 
‘African in Sympathy´ (ibid.: 29). The conception at the time of the British colonial rulers was that 
they belonged to “an advanced race”, who should help Africans to reach a higher level of human 
development and in order for them to learn the higher ideals of Western civilization (ibid.: 34). So, 
the conception of Achimota as Eurocentric education was that it had a responsibility to develop 
‘Halfway Europeanised and denationalised Africans’ (ibid.: 35). At the same time there was a 
concern not to provide knowledge which would lead to resistance and aggressive nationalism (ibid.: 
34).  
 
The problem with developing the curriculum that would grasp this idea was how to fix African 
Traditions and institutionalize African tradition, which contained great ethnic diversity (ibid.: 41). 
Questions involved issues of what should be taught, how to eat with hands/knife and fork and if 
native song and dance should be part of curriculum, where some argued that this was too offensive 
(ibid.: 43-44). Because of disagreements the task of defining tradition was passed on to the British 
staff, who arrived three years before in order to conduct research on this matter on order to reach a 
definition of what was African traditions. 
 
The perception was that the Achimota school was in an authoritative position, to decide what was 
worth keeping and what was not and among British educators along with many African intellectuals 
it was agreed that the task was ‘to eliminate what was objectionable in native customs, and preserve 
and elevate that which was good’ (Achimota School Library cited in Yamada, 2009: 44). Research 
was conducted and selected by Fraser (the principal at Achimota) who should codify traditions 
(ibid.). He was a top research familiar with the latest educational ideas, and therefore he were 
perceived to be in a position where they could decide what traditions were and what was worth 
maintaining (ibid.). The definition came to rely on the entertaining aspects of culture, where it was 
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closely related to dancing, singing and drumming where aspects of everyday life practice was 
undermined. 
 
There was however at the time conflicting views on Africanisation of education, where some placed 
themselves as critical to the type of Africanization the British colonisers promoted. One of these was 
J.E. Casley Hayford, an African lawyer and nationalist (he was also actively involved in running the 
Mfantipim school - a nationalist school), who saw that Africanisation of education meant control of 
curriculum and African administration of the schools (ibid.: 36) and thereby he rejected the 
vocational type of schooling which was strongly suggested at the time. 
 
Furthermore, there were different understandings of cultural “adaptation” (ibid.), where African 
nationalists suggested that the Achimota school should develop native Africans who could replace 
Colonial Rulers (ibid.). This stood in contrast to the agenda of British Administrators who saw the 
school as a means to provide native mediators between the African public and themselves (the 
colonial rulers), and thereby not as a tool to replace them as dominant (ibid.). 
 
Experiences expressed at a later point from students who attended the school was that it succeeded in 
creating upward social mobility for those who attended, provide school opportunities from students 
from the inland and for the first time introduce coeducation, where boys and girls were taught 
together in the same classroom (ibid.: 52). Students experienced an extended cultural influence, 
where they said that western influence was enormous (ibid.: 53) and thereby caused a habitual 
change among the students. Many girls copied the lifestyle of European staff in terms of nature of 
their marriage and norms of family life (ibid.). A significant proportion of later leaders at the time of 
independence had attended Achimota school and had later been sent to scholarship at European 
universities to develop on their education, among one of these was the first Ghanaian president 
Kwame Nkrumah (ibid.: 52). 
3.3.	  Independence	  Era 
Ghana, formerly known as the Gold Coast, has been through a series of educational reforms since 
gaining independence from British rule. In the years after independence, the postcolonial 
governments of Ghana copied the colonial discourse on culture and modernity. One among these 
who built his understanding of “African culture” as mainly limited to a selection of mainly theater, 
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dance and music, was the president Kwame Nkrumah who had been a student at Achimota in the 
early 1930’s (Coe, 2002: 40). 
 
In 1957 initial focus by the President, Dr Kwame Nkrumah, was to produce a scientifically minded 
population capable of employing and exploring technological advances that could pull the economy 
into a high level of productivity (Akyeampong, 2007: 2). The government invested heavily in 
education expansion and diversification (Woolman, 2001: 29). Investments were made into 
improving the availability and quality of education via teacher training programs, and in 1960 ‘fee 
free and compulsory primary and middle school education’ were introduced (ibid.: 3).  The 
implementation of this directive was the responsibility of the local education districts. Ultimately this 
resulted in a rapid expansion of the public school system (ibid.: 4). But as one researcher points out 
this also expanded domination of an external, western symbolic violence, 
 
‘Although some educational gains were made in Ghana after political independence, Western 
control over what constitutes valid knowledge became increasingly and worryingly 
noticeable as schools were structured and restructured to validate only Western Knowledge. 
This knowledge became the cultural capital by which individuals could access employment in 
both state and private organizations in Ghana.’ (Adjei, 2007: 1047-48) 
 
In 1966, the new government implemented the Kwapong reform which introduced a new system of 
student pre-selection for higher secondary studies after 10 years of elementary school; non-selected 
students would then complete a two year vocational education at a Continuation School 
(Akyeampong, 2007: 4). It was also possible to gain admittance to secondary education by passing 
the Common Entrance Examination (CEE) and in consequence the number of private primary 
schools increased to promote the chances of pre-selection to the public secondary schools or to gain 
direct access to private secondary schools (Little, 2010: 6). 
 
However, attendance to these private primary institutions was dominated by the children of the elite 
Ghanaians (Addae-Mensah 2000; Donge et al., 2003 cited in Akyeampong, 2007: 4), where their 
chances of attending a University level education were 32 times more likely than those of a child 
born to an illiterate Ghanaian (Little, 2010: 7) attending public primary education. 
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In 1963, World Bank started a massive fund for vocational studies in developing countries; between 
1964-1969 it was the second largest educational target, while funding for secondary and higher 
education fell sharply (Yamada, 2005: 79). This shift in funding was inspired by research into 
“human capital” theory, which evaluated the rate of returns from education. The higher the rate of 
returns, the more effective the education. Until the 70’s, prevocational schooling was believed (by 
international organizations) to have the highest rates of return. Later, the World Bank reversed their 
funding policies when research from the 70’s-80’s showed that prevocational education was more 
expensive than traditional academic education, and did not necessarily provide better employment 
opportunities (ibid.). Also, prevocational students were looked down upon compared to traditional 
academic students, gaining criticism from egalitarians (ibid.). 
 
Additionally, education in Africa during the 1950’s-1970’s was mostly focused on basic language 
skills and numeracy rather than vocational skills (despite urges for more skill based learning), and 
the industrial sector was still undeveloped, which is where these skills are most needed (ibid.). The 
public services sector was what was expanding at this point, which required more traditional forms 
of academic education (ibid.: 81). 
 
The 1970’s and 1980’s saw a marked decline in the quality of public education in Ghana due to a 
lack of financial resources when government revenues expenditure on education fell from 6.4% to 
1.5% between 1976 and 1983 (World Bank, 2004: 7 cited in Little, 2010: 9). The responsible 
domestic economic factors included oil price hikes, low levels of domestic and foreign investment 
and general economic decline (ibid.). 
 
But, according to case study research by Little, the problem was compounded by bureaucratic 
resistance and ‘weak political will’ to ensure the adherence of quality policies in the public education 
sector (Little, 2010: 11). In the process children from low-income homes were marginalized from 
quality learning. As a result only 5% of public primary students made the transition to secondary 
school (Little, 2010: 7). 
3.4.	  Neoliberal	  Turn 
Between 1970-1982, recession in Ghana’s economy caused GDP to drop 19.7% per capita. 
Manufacturing and farming dropped, inflation took hold (Obeng-Odoom, 2012: 91). Before the 
1980’s, on the global arena education was regarded as a public service of national states and the 
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access to the educational marked was more difficult, but in the times of the early 1980’s the 
perception changed to have more focus on profit making on education export industries (Robertson 
et al., 2007: 141-152). This development was pushed by the Structural Adjustment Programs (SAPs) 
of the 80’s that forced African countries to open up their economy and later the emergence of WTO 
in 1995 and the GATS agreement within WTO, which was further contributed to the liberalization of 
the service marked and opened the marked up for trade of education (ibid.: 144-145). During the 
1980's, many post-colonial African economies collapsed and searched for help in the developing 
process, thus leading to closer collaboration between Ghana's government and the development-
assistance community, which conditions liberation of the market from the hands of the government, 
distributing it to the private sector (ibid.: 93).  
 
Some blame the huge public sector for this crash, however it can also be seen as a multitude of 
factors: ‘by late 1983, a combination of severe Sahelian drought, sporadic bush fires, the flight of 
capital from the country convinced [the Government of Ghana] that the best solution to the 
desperate economic situation was to seek help.’ (Bawumia, 2004: 47 cited in Obeng-Odoom, 2012: 
91) 
 
After the 1983 coup, Ghana’s military leader Rawlings collaborated with the IMF and the World 
Bank to launch the Economy Recovery Programme (ERP). The collaboration brought policy 
requirement changes to the country which influenced the 1987 and 1996 education reforms; 
essentially the new reforms reflected a more ‘anti-elitist, pro-poor, pro-rural: in short populist’ 
political agenda (Little, 2010: 12). The 1987 reform shortened pre-university education to 12 years 
(from 17): the “6-3-3-4” system. Education was seen as a way of providing skills to live, and 
education was planned to be universal (to meet populist demands). Academic education was seen as 
elitist (Yamada, 2005: 73-74). 
 
Empirical evidence from the Ministry of Education points to success for the education reforms in 
that state education, with basic schools increasing from 12,997 in 1980 to 18,374 in 2000 
(Akyeampong, 2007: 6). Although according to Akyeampong one marginalizing outcome was that: 
‘...as a condition for World Bank support the reforms had placed a lot of emphasis on cost 
recovery in secondary and tertiary education (World Bank 2004). This meant increases in 
school fees, textbooks and withdrawal of state subsidies. This hit poor families the hardest 
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who became increasingly excluded from participation in post-basic education.’ 
(Akyeampong, 2007: 6) 
 
In 1995, Ghana introduced the ‘Free Compulsory Universal Basic Education’ (fCUBE) reforms to 
once again tackle the issue of low-quality state schooling and with it they abolished all fees 
(including textbook fees) for state education (World Bank, 2009: 93). Another aim of the fCUBE 
reform was to place more decision making power in the local and district educational levels (ibid.). 
But the influence of non-state actors who funded policy research impaired that attempt. As Little 
explained,  ‘...an evaluation of 34 policy studies and views of policymakers, policy implementers, 
researchers and initiator organisations by a team of Ghanaian researchers confirmed that the 
research was funded disproportionately by development partners.’ (Little, 2010: 25).  
 
As a result, ownership of district level education remained disproportionately in the hands of the 
development partners (ibid.). This will be explored further in Chapter 5, when the analysis will look 
at data showing recent power plays in the knowledge production at the macro level and how this 
affects the collective habitus at the micro level. 
3.5	  Education	  Policy	  in	  Ghana	  Today 
This last section (3.5) will outline the official current Ministry of Education (MoE) policy objectives. 
Later empirical data will be compared to explore the how these policies are experienced in the day-to 
day educational practices Chapter 4 and 5. 
 
The most recent education reform in Ghana was in 2008. The main objective was to further the 
decentralization process and shift decision-making power to the community (Education Act, 2008). 
The government reiterated a commitment to provide ‘free and compulsory’ education to produce ‘... 
functional and productive citizens for the total development and the democratic advancement of the 
nation’ (ibid.). 
 
This ‘requisite knowledge’ and the curriculum content taught in Ghanaian schools will be analyzed 
in greater detail in Chapter 4 to illustrate the kind of knowledge that is valued and reproduced at the 
micro level. But as of 2007, the national curriculum at the lower primary level ‘stresses the teaching 
of English and Ghanaian languages to incorporate concepts of religious and moral education, 
science, hygiene, life skills, civics and culture while at upper primary, the subjects will be the 
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dominant Ghanaian language, English, basic mathematical skills, integrated science and citizenship 
education’ (National Commision on Culture, 2007: 1) . 
 
3.5.1.	  School	  Levels	   
There are three levels of education in Ghana, basic education, second cycle education, and tertiary 
education (Education Act, 2008: 1.2). BASIC consists of: two years of Kindergarten education, six 
years of Primary education, and three years of Junior High/Secondary School education (JHS or JSS) 
(ibid.). SECOND CYCLE is: four years of Senior High/Secondary School (SHS or SSS) education, 
Technical, Vocational, Business, Agriculture  education or appropriate apprenticeship training of not 
less than one year (ibid.: 1.3). TERTIARY: includes Polytechnics, Universities, colleges established 
by an Act of Parliament or accredited by the National Accreditation Board (ibid.: 1.4). 
 
The government must provide 11 years of free and compulsory basic education at a recognized 
school (ibid.: 2.2). It is the responsibility of parents to ensure that school age children attend the 
compulsory years; non-compliance by parents is an offence and liable to penalty fines per day of 
absenteeism (ibid.: 5). In reality public school is not free. Books and uniform costs absorbed by 
parents of public primary levels students are 15 Ghanaian Cedis (GHS) per term, and 21 GHS per 
term at the JSS (Privatization in Education Research Initiative 2012: 16-17). In the event that parents 
are unable to afford to send their children to school the Act states that ‘…the District Assembly may 
provide the support necessary for the education of the child.’ (Education Act, 2008: 5.6). The key 
word is “may”, not “must” indicating only the possibility of unspecified support. 
 
3.5.2.	  Decentralization	  of	  Administration	  of	  Education 
Operating directly under the Ministry of Education (MoE) is the decentralized Ghana Education 
Service (GES). GES is responsible for the coordination of nationwide policies or programs 
(Education Act, 2008: 4). 10 regional directorates co-ordinate the 170 District Assembly activities, 
regional sports and cultural activities, and exercise governance and disciplinary jurisdiction at the 
regional level (ibid.: 21; Ghana Development Partner Group, 2012: 17). 
 
According to the Act 2008, the District Assembly has responsibility for contributing to the ‘total 
development of the community’ (ibid.: 22.1) by meeting the literacy, basic and second cycle 
education and non-formal education needs of it’s population (ibid.). The District Assembly holds all 
budgetary authority (ibid.: 22.3). With financial assistance from the government, the District 
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Assembly must build, maintain and equip basic public schools as needed (ibid.: 22.2). The District 
Assembly has the responsibility of inspecting conditions of school buildings; provision and 
performance of teachers/staff; moral and professional behavior; textbooks; learning environment; 
and investigate complaints (ibid.: 22.7-8).  
 
3.5.3	  Private	  Schools 
The Ghana education reforms have opened up the education market, and made it possible for 
external actors to create and operate private for-profit schools. Between 2006-2009 the number of 
private schools in Ghana increased by 26% a year; by 2012 private institutions represented over 30% 
of the educational sector; approximately 18,000 private schools exist today; 40% (7,000) are Low 
Cost Private Schools (LCPS) with more than 500,000 students (Privatization in Education Research 
Initiative 2012: 16-17). The MoE considers a school to be LCPS if tuition costs are less than 50% of 
minimum wage. Many LCPS’s total cost per child is between 26-30 Ghanaian Cedis (GHS) per term 
(ibid.). 
 
An example of this is the Omega schools, which are a chain of low-cost for-profit schools. 
According to one of the Omega school’s founders, James Tooley, the schools are an alternative to 
the government schools, where education quality is much lower than in the private schools (Tooley 
et al., 2007: 391). Tooley sees these for-profit schools as an important tool in reaching the Millenium 
Development Goals (MDG). The reason that these for-profit schools are so important, according to 
Tooley, is that they provide poor parents with a choice of where to send their children to school. 
Tooley argues that parents are demanding better education for their children than what the public 
schools can provide (ibid.), and that is why low-cost for-profit schools are important. 
3.6	  Preliminary	  Conclusion 
In summary, Ghana’s education has been a contested knowledge field with various ideologies 
competing for legitimacy in cultural reproduction domination. During the colonial times cultural 
reproduction was a privilege of the elite and intended to be so. The culture reproduction happened 
with comprehensive cultural influence from the British Empire both in terms of values and norms 
through socialization via curriculum and school life. There was, however, some resistance to this 
cultural adoption, though it did not change the dominant positions. Since independence, several 
reforms (1957, 1966, 1987, 1995, 2008) have aimed at nationalizing and improving the sector. But 
what does this mean for the the everyday cultural capital reproduction today? How are the current 
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institutional structures changing the social conditions and perceived positions for the students, 
teachers and community members? The next chapter will explore these positions, dispositions and 
practices by zooming in on the micro level and asking How, and what type of, knowledge is 
reproduced and valued in the Ghanaian educational system at the micro level? 
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Chapter	  4. 
 
4.1.	  Introduction 
To answer the working question How, and what type of, knowledge is reproduced and valued in the 
Ghanaian educational system at the micro level? several areas of the Ghanaian educational system 
will be investigated. First, the types of knowledge (4.2.) will be accounted for, followed by an 
examination of the lower level curriculum (4.3.). Then, the pedagogy used in Ghanaian schools will 
be investigated (4.4.). Next, types of knowledge valued by Ghanaians will be uncovered (4.5.), 
followed by the value of language (4.6.), and a preliminary conclusion (4.7). 
 
4.2.	  Types	  of	  Knowledge 
In relation to cultural domination, types of knowledge which are valued in the education system in 
Ghana, and the competing knowledges in the Ghanaian education system, are relevant to explore. 
The representation of the different types of knowledge will be examined by looking into curriculum 
in the Ghanaian education system, and discussed in terms of domination. This will be linked to a 
discussion of local/indigenous knowledge. 
 
When entering into the issue of indigenous/local knowledge in the education system in Ghana a 
problem arises with defining local/indigenous knowledge and culture. Culture is to be understood as 
a process of production and reproduction, which is taking place all the time and contains an aspect of 
power. Traditional and indigenous knowledge can therefore not be understood as frozen in time and 
space, but rather as dynamic and constantly reforming (Dei, 2002: 342-343). Therefore a clear 
distinction between what is local knowledge and what is outside knowledge can not be made, since 
these are interlinked through a historical process and are continuously being entangled. Though there 
are different approaches to what knowledge is, conflicts between indigenous/local knowledge and 
dominant western ways of knowledge seem to take place. 
 
One definitions of local/indigenous knowledge is that, ‘indigenous knowledge is knowledge arising 
with the long-term occupancy of a place’ (ibid.: 339) and is knowledge which is unique to a given 
culture or society characterised by the common-sense ideas, thoughts and values of people formed as 
a result of the sustained interaction of society, nature and culture (ibid.). These definitions link 
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local/indigenous knowledge to a collective history and connection to space and the values produced 
in the context. According to Roberts (1998), indigenous knowledge has further been defined as 
‘accumulated by a group of people, not necessarily indigenous, who, by centuries of unbroken 
residence, develop an in-depth understanding of their particular place in their particular 
world’(ibid.). This shows indigenous knowledge as a context specific social and cultural construction 
which is constructed during a collective historical process. 
 
Local/indigenous knowledge in Ghana is linked to spirituality, in the way that it is creating 
‘recognition or awareness on the part of the individual, that he or she has a view of the world that is 
not universally shared... that others have a view of the world that are profoundly different from one’s 
own’ (ibid.: 355).  
 
4.3	  Curriculum 
Since the time of the colonial area, the content of curriculum have been a debated topic both among 
global and national actors, who have wanted to decide what is best to learn for the development of 
Ghana and which types of knowledge should be valued (see Chapter 3). 
 
At present, the core subjects taught in basic and secondary levels, with accompanying government 
textbooks are, English, Mathematics and Science. Additional subjects are taught depending on the 
school (e.g. religion, morals, health, sports, social studies, arts), but the MoE (2010) reports that the 
basic level school day is ‘congested with too many subjects’ (Ministry of Education 2010 cited in 
Ghana Development Partners, 2012: 54). In 2013, the national curriculum will be revised and 
standardized, along with textbooks and teaching materials; as the MoE aims ‘to put the lost quality 
back into the basic education that is offered to children in deprived and rural areas’; but the 
Education Strategic Plan is vague on the key areas of curriculum change (Ministry of Education 
2010 cited in Ghana Development Partners, 2012: 44). 
 
In the research of George J. Sefa Dei from 2002, a variety of SHS students and teachers in Ghana 
were interviewed about their view on the importance of learning indigenous knowledge and the 
representation of indigenous knowledge in the curriculum in Ghana. In the interviews the students 
express the importance of learning about their culture, local cultures and languages as well as 
interconnectedness to community, which they expressed to be a part of learning to be a good citizen. 
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The students express the importance of learning local languages since it is very useful when 
participating in the societies, where they live and work. In line with this view, teachers also 
expressed that they saw the importance in learning the history, cultures and languages of Ghana (Dei, 
2002: 348) 
 
A quote from an interview with a Ghanaian teacher who teaches vocational skills, expresses the 
importance of indigenous knowledge: 
‘The student needs to know what was before we were colonized. It is very necessary because 
the past tells on the present, and that would tell on the future. It is like we don’t tell our 
children the values of our culture, it is like they don’t have a past. So where do they start 
from, where did I come from. If it is negative you teach it, but you tell the person it is 
negative. You tell them that this is what is not good about our past. If it is positive you can 
learn from it’ (ibid.: 343). 
 
In this quote Indigenous/local knowledge appears as important since it is a part of knowing oneself 
and one’s historical context - as well as a part of an ongoing knowledge creation (ibid.). It is further 
indicated that a habitual change happened due to what was learned during the time of colonization, 
which still is a relevant matter of the present and the future. 
 
A lot of emphasis is placed on the education of “the self” which is very important, to truly know who 
you are, you must know your past; it is all about the family/community passing on the symbolic 
capital to the next generation. When the children are not being taught their own history and culture, 
they will grow up to become alienated from their own community, and have difficulties figuring out 
who they are, and where they belong (ibid.: 343-344). 
 
An issue, which is highlighted by students, is that they mainly learn external knowledge, which is not 
connected to their own context, their local environment and conditions (ibid.: 343): 
‘What I realize is that in the English [class] in elementary schools, they brought us passages 
from the outside. We learned so much about other lands, but not our land. But when you take 
an English language book now, the writers make sure that they have brought us passages 
that are more relevant to our situation’ (ibid.). 
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This quotes illustrate that it has not been a common practice to create local context textbooks and 
curriculum, and exemplifies the cultural domination by external agents at the macro level as is 
further analyzed in section (5.3.2). Further, it seems to show improvements, where the local context 
might be more acknowledged in present Ghanaian education. 
 
A lot of the students want to learn about their history and local knowledge, but are afraid that it 
might affects their diplomas, and in the end affect their chances of getting a job and going abroad 
(ibid.), this could be understood as misrecognition, because what they want and what they think they 
need is not the same, and because they perceive the structures in education as neutral and 
unchangeable. Further the goal of going abroad in order to study can also be seen as a sort of 
misrecognition, in the way that they view the knowledge they can obtain there as more valuable than 
the local knowledge. 
 
Dei argues that children in school are caught between two different cultures, one which is the one 
they are taught in school (the european culture) and their own culture, which they have from home 
and their community, which could be called their local or indigenous knowledge, which is taught 
through informal schooling (ibid.: 344). He further argues that it confuses the children to have to 
choose between two cultures, which they are both a part of and perceive as necessary (ibid.). 
 
The students statements and reflections raise question of which ideas and values are represented in 
the educational system in Ghana. The types of knowledge as spiritual knowledge, emotional 
knowledge and knowledge integrated in community seems to show as underrepresented in formal 
schooling in Ghana, though students view it as important and as a part of their tradition. It is 
critiqued that instead of using existing knowledge to build on what society needs (ibid.: 343), a 
western-based education system is implemented in the Ghanaian society, which might not 
correspond with the local context (King, 2009: 176, 180). 
 
Even though Ghana gained it’s independence in 1957, the education system is still very influenced 
by the ‘Euro-American’ system, which Paul Banahene Adjei explores in his article (2007). Adjei is a 
researcher at the University of Toronto, but born and raised in Ghana. He argues that in the Ghanaian 
schools, ‘indigenous’ knowledge and culture is not integrated in the curriculum (Adjei, 2007: 1049), 
it is not viewed as important knowledge to learn in schools, history lessons do not mention Ghanaian 
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achievements and contributions, when references were made to them they were derogatory and 
demeaning (ibid.: 1050). In relation to this issues, he explains his own experiences from school: 
‘Indigenous knowledges were not only ignored in schools, but were also systematically 
undermined and dismissed as fetishizing, primitive, and superstitious. (...) I was taught about 
mountains, lakes, and rivers that were seven thousand miles away from Ghana, while rivers 
and lakes in my community, where I learnt my first swimming and fishing lessons, were left 
out of studies.’ (ibid.: 1049) 
 
This quote points at issues with standardizing curriculum after a British model, since it is not only a 
displacement of content in relation to the students but also a inferiorization of some territories over 
others and some types of knowledge over others, which could be understood as impositions of 
meaning on one group in a way where they are perceived as legitimate. It thereby becomes a part of 
symbolic violence where unequal power relations make the impositions possible and thereby 
indigenous and local knowledge become inferior. 
 
In his article, Adjei talks about his own experience from his education in Ghana, and how the 
education system has affected him. In the article he argues that both indigenous and western 
knowledge should be taught in schools because they are both valid and a good foundation for 
producing a ‘well-grounded’ student, but “turning their backs” on the indigenous knowledge could 
be like removing a part of their identity (ibid.: 1050). Adjei further argues; 
‘(...)the more I consumed Western knowledge, the more I realized that I was being removed 
psychologically and cognitively from anything that had to do with my local upbringing and 
culture. This omission led to the loss of my identity, pride, and the heritage of my family and 
ancestors (...)’ (ibid.). 
 
The quote above shows how, in his perception, the education system in Ghanaian schools has 
“removed” Adjei from his own culture and in that way made him lose a part of his identity, this can 
be considered as symbolic violence, because a certain way of thinking was imposed upon him. Adjei 
(2007) argues that because a western-based education system is continuously being reproduced in 
Ghana, the Ghanaian people are suppressed by western ways of thinking. 
 
Though there is not a clear division between indigenous and western-based knowledge, it introduces 
a conflict, since opposing views of what is knowledge and intelligence exist, which in nature is an 
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epistemological conflict, about what knowledge is and ways of reaching knowledge and intelligence. 
Some approaches to learning in Ghana, as the ones of spirituality, are not in line with western 
educational discourses about rationality and in these scientific western perceptions, the subject of 
spirituality is looked at with suspicion and the conventional schooling fails to integrate this 
perception of knowledge in the education (Dei, 2002: 340-341). The quotes from the students 
indicate, that the western way of knowledge has formed a hegemony of knowledge and local 
knowledge thereby is being undermined. 
 
It regards to the Ghanaian education system, it is pointed out through the above quotes that the 
educational structures and practices do not meet the needs of the students and their communities 
(ibid.: 353), and thereby the schools do not succeed in preparing students to participate in 
communities and including diversified ways of knowing and the diverse cultures of the Ghanaian 
population and society. The different quotes imply a tendency where the western-based knowledge is 
superior to the indigenous knowledge and through a historical process the western knowledge have 
become accepted as the legitimate knowledge in the education system and the indigenous/local 
knowledge as inferior, which continuously is being  reproduced. 
4.4.	  Pedagogy	  in	  Ghanaian	  Schools 
In a case study by Opoku-Amankwa’s, he observes the pedagogic action taking place in classrooms 
and identify that teachers, in Ghana, are treated as authority figures, who are to be respected. 
Whenever they speak to the students, they must answer ‘yes madam’ or ‘yes sir’ (Opoku-Amankwa 
2009, 128). The students are also being physically punished, if they for instance do not speak english 
in class (Edu-Buandoh & Otchere, 2012: 307). 
 
When they have reading exercises, in class, the teacher asks a student to read aloud, but the teacher 
keeps interrupting the student whenever a word is mispronounced or she is too slow. This teaching 
method reinforces a learning environment where the students are taught that it is unacceptable to 
make mistakes (Opoku-Amankwa & Brew-Hammond, 2010: 97). Everytime the teacher interrupts 
the student with a correction, the whole class has to repeat the incorrect sentence. A lot of time is 
spent on repetition, where the students repeat what the teacher previously said (ibid.: 96), this shows 
a practise in the education system.  
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In the case study made by Kwasi Opoku-Amankwa (2009), it is shown how "chew and pour" (Adjei, 
2007: 1048), repetition and memorization is not a productive way of learning. It seems like the 
students do not know what they are saying, but merely are trying to guess what the teachers want to 
hear (Opoku-Amankwa, 2009: 127), or simply repeating what the teacher has already said. Every 
time the teacher has given an explanation, when for instance explaining a word, she asks the class 
‘Do you understand’ and the students, in choir, answer ‘yes madam’, not leaving much room for 
questions, further explanation or critical thinking (Adjei, 2007: 1048). 
 
Because of the English-only policy, explained further in (4.6), English is used when explaining a 
problem or new knowledge, which makes it difficult for a lot of the students to follow the lesson. In 
an example from Opoku-Amankwa’s case study (2009), the students have to come up with a 
sentence where they use the words ‘excuse me’, first the teacher gives an example: ‘excuse me 
please, can I take your book?’, then she asks the students to make a sentence where the word is used. 
All the following examples are the same as the example their teacher gave, only with the exception 
that the noun is replaced: ‘excuse me, can I take your pen?’ (Opoku-Amankwa, 2009: 129). This 
example clearly shows how the students are not fully aware of what they are saying, but simply 
repeating what the teacher is saying, whether they understand it or not. This practise in the education 
system, is being misrecognized as a teaching method where the students will understand and gain 
new knowledge, when in reality the opposite is true. ‘(...)the teacher pretends to be teaching and the 
pupils pretend to be learning.’ (ibid.: 130) 
 
The “weak” students in the class, i.e. those who are not able to read or speak english without the 
teacher’s interference, do not get as much attention as the other students, and when they do, they get 
ridiculed by the teacher, telling them not to waste their time (ibid.: 127, 129). A students explains: 
‘When I make a contribution and make a mistake the class laughs at me . . . so I always feel 
shy and reluctant to take part in class discussions.’ (ibid.: 132) 
 
Students do not feel comfortable speaking in class, because of the fear of getting ridiculed and 
laughed at, if the answer is wrong (ibid.: 132). On the other hand, the “good” students that come up 
with a sentence that is different from the one the teacher made, they get praised and applauded (ibid.: 
129). The use of these teaching methods are putting some of the students off going to school, during 
an interview one student even told that he would get whipped if he did not get the answer right (ibid.: 
132). 
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Throughout the examples given above, it is clear that there is misrecognition in the Ghanaian school 
system. It seems that the teachers are being taught some teaching methods, that they do not fully 
understand - therefore being misrecognized as proper teaching methods to use in schools, e.g. the 
english only policy and repetition and memorization method, which do not seem to teach the 
students anything, except to repeat what others say.   
 
The practice of pedagogic action as investigated in the schools in Ghana, seems to reproduce the 
uneven distribution of cultural capital amongst the students by for an example punishing the “weak” 
students and reward the “good” students, which also reproduce the social structure in the social space 
as Bourdieu suggests in his theory. The teacher is perceived as a strong authority figure and thereby 
they form the pedagogy authority in the classroom which makes symbolic and physical violence 
possible. 
4.5.	  The	  Value	  of	  Education 
Anamuah-Mensah, Asabere-Ameyaw & Dennis’ (2007) study provides useful mixed-method data 
regarding Ghanaian student’s, parent’s and teacher’s dispositions, in terms of their views of what 
types of knowledge are most valued within the education system, and how they -- and education in 
general -- are valued, in the form of different subjects, making up their habitus. Beyond this, deeper 
interpretive analysis of the views of the students, parents and teachers sheds light on symbolic 
violence and social reproduction within the education system. The schools evaluated in this study 
were 36 randomly selected Junior Secondary Schools distributed amongst rural, semi-urban and 
urban areas. 
 
Notably, for Ghanaian parents, the common motivation for sending their children to school was  
‘so that they might enjoy a better life than they themselves have had (...) through a formal 
academic education, firmly believing that good examination results would lead to more 
education, and (...) better jobs.’ (Anamuah-Mensah, Asabere-Ameyaw & Dennis, 2007: 
140). 
 
Meaning, education can be seen as a valuable in terms of providing knowledge that will lead to more 
education and consequently improved job opportunities in the future. In essence, education is 
perceived as providing social mobility. From this quote it can also be abstracted that the education 
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system is viewed as a neutral entity, in line with Bourdieu’s theory of symbolic violence, based on 
the parents’ collective assumption that simply attending school and receiving good grades through 
hard work and dedication is enough for future success. They do not appear to have any concerns 
about the educational system as an institution, in terms of the types of knowledge being reproduced 
within it, nor does there seem to be any doubts as to the accessibility of a successful educational 
outcome. The background of the parents interviewed in this study varied from no education, to a full 
degree; the difference being, that more highly educated and economically powerful parents (which 
also are mostly from urban areas) were able to provide help with homework, career advice, school 
materials, etc., which tended to positively influence the attitude and performance of their children 
(ibid.: 139). This coincides with Bourdieu’s cultural reproduction theory as well, as the children of 
successful parents receive cultural capital and other benefits in their upbringing, allowing them to 
succeed in the educational system. Consequently, the children of uneducated or economically weak 
parents have objectively lower chances of success, relative to the children of successful parents. 
These power relations in terms of access to education will be discussed in further detail in (5.2). 
 
Other research illuminates why the Ghanaian students themselves value formal education: 
‘...The biggest attraction to formal schooling was the cultural capital it gave them to access 
employment and other privileges in society. They did not want any reforms to the education 
system that would put them at a risk of losing those benefits.’ (Dei, 2004, cited in Adjei, 
2007: 1050). 
 
Additionally, this is viewpoint is in no way a new development within Ghanaian society: 
‘A common belief that has persisted across the generations is that the longer you stay in 
school, the more you will earn’ (Dore, 1976 cited in Yamada, 2005: 84) 
 
Hence, it can be interpreted that both students and parents view the education system as a neutral 
entity which can provide access to cultural capital, and thus employment. The students have 
seemingly misrecognized the cultural values inculcated within the education system as entirely 
legitimate and in fact beneficial, as they do not wish that the system be changed through reform. The 
habitus of most Ghanaian parents and students (in turn shaped by the dispositions of their parents) 
can be seen as valuing the education system, resulting and reflected in increased practices of school 
attendance. The educational structure has been internalized, and is in turn externalized in Ghanaians’ 
educational practices, further solidifying the legitimacy of the educational system as an institution. 
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In terms of subjects most enjoyed by students, and subjects that students believed were most 
beneficial in providing them will skills for future jobs, English, math and science were viewed most 
favorably (Anamuah-Mensah, Asabere-Ameyaw & Dennis, 2007: 140, 143). Notably, English was 
the only subject to receive universal acclaim from students, parents, and teachers, in terms of future 
employment (ibid.). Conversely, the least useful and interesting subjects were pre-vocational skills, 
pre-technical skills and Ghanaian languages, amongst students and parents, and to a slightly lesser 
extent teachers; they were unpopular because they were considered to be uninteresting, lacking in 
relevance and had a lack of properly trained teachers and resources (ibid.: 141). The value of 
learning English, and relative unpopularity of learning Ghanaian languages, will be discussed in the 
following chapter (4.6.), which concerns the use of language in the Ghanaian education system. 
 
Overall, these results are quite perplexing, Anamuah-Mensah et. al reflect, as the pre-vocational and 
pre-technical courses had been created by the Ghanaian government for the explicit purpose of 
providing applicable skills for future employment: 
‘It seems ironic (...) that the Ministry of Education should have seen fit to introduce into a 
full curriculum two subjects it has justified on the grounds that they would be instrumental in 
providing pupils with fundamental skills many of them would find useful when seeking 
employment, only to have them prove so unpopular’ (ibid.: 141). 
 
While the Ghanaian Ministry of Education claims that the purpose of vocational schooling is to 
provide fundamental skills for employment, Yamada (2005) claims that what is actually 
accomplished through this type of schooling is more of ‘a strategy of moralistic socialization than as 
skill training for employment’ (Yamada, 2005: 76). While the population sees education as a key to 
social advancement, as outlined earlier in this chapter, Yamada argues that: 
‘politicians and bureaucrats have seen a different utility in education: the formation of 
personalities that internalize “proper” social values and become good members of society 
without causing problems’ (ibid.: 71). 
 
More concretely,  
‘...to eliminate the distaste of manual work and plant a work ethic and attitude in the minds 
of students...’ (ibid.: 74). 
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Empirically, Yamada paints a picture of vocational schooling that is aligned with the views of the 
Ghanaian students, parents and teachers from Anamuah-Mensah et. al’s study; it has little practical 
use in society, despite the Ministry of Education’s endorsement. In order to uncover the actual 
practical applicability of vocational education, the employment sector in Ghana will be briefly 
characterized.  
 
Ghana has a dual economy, typical to many sub-Saharan African countries, comprised of a large 
“traditional” sector (e.g. agriculture), and a small “modern” sector of salaried employees (ibid.: 82). 
Wage earners account for 16.9% of the population, compared to 81.2% who are self-employed (ibid.: 
81-82). Notably, 89% of the employed population in larger urban areas are employed in the informal 
sector (Ghana Statistical Service, 1998 cited in Yamada, 2005: 82), which has been growing 
substantially in the past two decades (ibid.: 82). Vocational skills apply primarily to employment 
within the limited modern sector, while the much more predominant jobs in the informal sector are 
acquired through kinship and other social relations (ibid.: 82). Vocational skills have little impact on 
the acquirement of these jobs (Fluitman, 1992: 5 cited in Yamada, 2005: 82). It appears that social 
networks as well as forms of capital inherited from the family are extremely important in terms of 
employment in the informal sector -- the education system does not seem to guarantee employment, 
as the Ghanaian people believe, further illuminating their misrecognition of the value of education. 
Although vocational skills learned in Junior Secondary School have been observed to have little 
impact on employment opportunity, traditional academic learning at higher levels does (ibid. 84-85). 
 
Yamada also provides further empirical evidence that the education system is playing a role in 
cultural reproduction, by observing that social class has a large impact on the possibility of obtaining 
the higher-level education that is necessary for a high-paying, white-collar career; white collar and 
academic occupations such as medicine, engineering, administration and financial services were in 
fact most popular amongst Ghanaian students (Anamuah-Mensah, Asabere-Ameyaw & Dennis, 
2007: 146-147). These findings will be elaborated upon in (5.2). 
 
In conclusion, combining these empirical findings regarding the value of education with the 
theoretical framework, education has been misrecognized as neutral and legitimate, when in fact it is 
active in both cultural reproduction, and symbolic violence. The trend seems to be that a culturally 
and/or materially dominant portion of Ghanaian society has a proportionally larger access to higher 
education, which is necessary to acquire the most desirable, white-collar jobs. It is evident that the 
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habitus of Ghanaian students is to value both non-traditional forms of knowledge and occupation. It 
would be overly simplistic to infer that the desire for these types of cultural and symbolic capital are 
structured entirely within the school system; the establishment of this habitus involves a complex 
interweaving of social institutions: family, school, media, etc. However, based on Bourdieu’s theory, 
the education system reproduces cultural domination in its false neutrality, as the aforementioned 
dominant portion of society sets the standard for what is learned within the education system.  
 
Investigating the use of language in Ghanaian schools, which will take place in the following 
chapter, can provide an example of what type of cultural knowledge is being valued and how it is 
being reproduced within the education system. 
4.6.	  The	  Value	  of	  Language	  in	  Education 
As mentioned in the previous chapter, Ghanaian students tend to value learning English more than 
indigenous Ghanaian languages (Anamuah-Mensah, Asabere-Ameyaw & Dennis, 2007: 141). The 
practice of speaking English is shaped by the habitus of students, which is in turn shaped by what 
Bourdieu termed the “structuring structures,” i.e. institutions within society. The institutionalization 
of English as the national language, as described in (3.5.), lead to the adoption of English-only 
language in education policy at all levels in 2002 (Opoku-Amankwah, 2009: 122). Notably, a 
substantial amount of research points to a widespread belief, within both urban and rural Ghana, that 
learning English is essential for empowerment and advancement (Andoh-Kumi, 1998; Brock-Utne, 
2001; Bunyi, 2005; Dzinyela, 2001; Kraft, 2003; Muthwii, 2004 cited in Opoku-Amankwah, 2009: 
123). Some researchers even go as far as claiming that English itself is equivalent to education (Edu-
Buandoh & Otchere, 2012: 302), and teachers, parents and students view English as the language of 
high status and upwards social mobility (Opoku-Amankwah, 2009: 123). In this chapter, empirical 
data from two studies relating to the use of English in Ghanaian classrooms will be analyzed, to 
illustrate the habitus of Ghanaian students, as well as instances of cultural domination. 
 
Edu-Buandoh & Otchere (2012) interviewed 80 JHS and SHS multilingual students in Accra to 
investigate their use of English in and out of school, and whether they spoke English voluntarily or 
as a result of coercion. The findings indicated that a predominant portion of the interviewees spoke 
English out of their own volition, not just because of the English-only language-in-education policy, 
and the threat of punishment for not adhering to said policy (Edu-Buandoh & Otchere, 2012: 309). 
Their motivations for speaking English were mostly linked to them seeing it as instrumental in terms 
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of ‘prestige, success and function,’ and to a lesser extent, out of obligation (ibid.: 308). The use of 
local Ghanaian languages were linked to identity, in order to: 
‘mark their ethnic and tribal identities and also in contexts such as when with friends. When 
students met their colleagues who are from the same tribe or ethnic group, they spoke the 
language of the group to them to show that they do not just belong to the group but can also 
speak that tribal language.’ (Edu-Buandoh & Otchere, 2012: 306) 
 
However, the multilingual students had been observed to construct their identities as ‘members of the 
target group of speakers of English, a group that wields high social status and power,’ where 
English was the ‘passport to prestige and success’ (ibid.: 308). Thus, speaking English can be 
interpreted as instrumental to building both symbolic and cultural capital in Ghana. Some students, 
however, responded that they would not speak English as much outside of the classroom if the 
English-only policy was not in effect, and had to curb their ethnographic identities in some 
situations, implying domination in the fact that certain cultural identities are being marginalized and 
excluded through the policy (ibid.: 307).  
 
In contrast to the prestige attached to English, local Ghanaian languages are characterized as being 
taken much less seriously (ibid.: 307). While it is mandatory for all JHS students to take a Ghanaian 
language class, it does not count in terms of the examination and admission to SHS, which is 
extremely important for future academic success, as will be explored further in (5.2.2.) At the SHS 
level, Ghanaian languages are merely available as an elective course.  
 
Reflecting upon this data in terms of the theoretical framework, prestigious and successful identities 
are linked to the English language, indicating that symbolic violence is manifest in the imposition of 
English language culture as legitimate. Local cultural languages and identities are being suppressed 
through the English language policy, as evidenced in the data; in some cases the students were aware 
of this (e.g. in their curbing of ethnographic identities in certain social situations), but at large, it 
seems that this suppression of local language and identity is in fact welcomed -- as it leads to 
prestige and success -- and goes unquestioned as a result. English language has been made 
equivalent to education, prestige, and success within the habitus of Ghanaians since colonization, 
reflected by the predominant voluntary English-speaking practices of the students. In terms of 
Hobsbawm’s concepts, this data coincides with the theory and depicts a conflict between the 
national, English speaking identity and the individual’s multicultural identity. State authority is 
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indeed enforcing this one-language identity, at the expense of multicultural identities. As mentioned 
in the theoretical framework, this is impossible to achieve without the willingness of private 
households and communities. 
 
Combined with Bourdieu’s theory, the external historical structures have been internalized and 
integrated into the habitus of Ghanaian students, and their voluntary practice of English-language in 
turn reinforces and legitimizes these structures. While some students were concerned with the 
gradual extinction of their local languages, all of the interviewees agreed that the English-only policy 
was good (Edu-Buandoh, Otchere, 2012: 306), showing the legitimation of cultural domination as 
per Bourdieu’s theory of symbolic violence. Willingness to adopt this predominantly one-language 
identity has become habitus, as it has been made equivalent to education itself.  
 
The students in the aforementioned study identified themselves as, for the most part, the English-
speaking cultural elite. Mastery of the English language, while desirable, is not universally 
accessible, as evidenced by the following data. Opoku-Amankwa (2009, 2010) used a primary 4 
classroom as a case study to explore the impact of Ghana’s English-only policy on 
multilingual/multiethnic students. One student in particular, Amakpor, is focused upon within this 
study, as his case illustrates the impact of low socioeconomic status on literacy and learning. 
Amakpor is, like most Ghanaians, determined to receive an education, but has been in and out of 
school for all of his life; he is 17 years old, and only in primary 4 (Opoku-Amankwa, 2009: 126). He 
blames his father, who makes him work in the family’s carpentry shop, for his lack of attendance 
(ibid.). Opoku-Amankwa describes the following classroom observations:    
‘Amakpor arrived 10 minutes into the English language lesson and the class teacher 
immediately turned her attention to him: ‘Are you now coming to school?’ Amakpor stood 
speechless staring at the teacher. The teacher continued: ‘Can’t you talk? I’m asking you 
why you are late.’ Amakpor remained silent. The teacher ignored him for a while but 
eventually told him: ‘Go and sit down! You’re a truant! You’re not serious!’ She then turned 
to the class to continue the lesson (ibid: 127). 
 
Afterwards, Opoku-Amankwa interviewed Amakpor (in Ewe, one of his mother tongues) to find out 
why he had been late to class:  
‘Question: Why were you late? 
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Amakpor: My father delayed me. I was waiting to collect money from him to pay off my 
‘examination printing’ fee but he said he had no money. I thought I would be driven out from 
class.  
 
Question: Why didn’t you tell teacher what you had just told me? 
 
Amakpor: I couldn’t say it in English. Madam would insist that I say it in English..’ (ibid.: 
128) 
 
Furthermore, Amakpor reflects on how the English-only policy affects his educational experience: 
‘I need more encouragement and special attention and when I don’t understand, teacher 
should explain in Twi for me. My teachers do not encourage me; rather they make me dislike 
school. When teacher asks me a question and I’m not able to answer she whips me or she’ll 
make a negative remark which completely puts me off from coming to school regularly’ 
(Ngwaru & Opoku-Amankwa, 2010: 298). 
 
This data paints a clear picture of domination, where pedagogy, curriculum and language policy have 
shaped the habitus of teachers to practice a form of education that marginalizes and even physically 
punishes students who do not speak English. If a student cannot internalize the cultural knowledge 
that is being inculcated within the education system, like Amakpor, they are essentially doomed to 
fail: many hold the view that ‘anybody who finishes school and is unable to speak English is 
“useless”’ (Opoku-Amankwah, 2009: 123).  
 
4.7.	  Preliminary	  Conclusion 
In conclusion, it appears that Ghanaian students are caught between two cultures and types of 
knowledge: local/indigenous knowledge, which is underrepresented in the Ghanaian educational 
system, and more western-based knowledge learned as the official knowledge in the school system. 
Distinction between these two types of knowledge is not so clear-cut, however there is a tendency for 
Ghanaians to view western-based knowledge as superior to local knowledge, e.g. the English 
language vs. Ghanaian languages. It can be argued that when these values are internalized, it happens 
in a local context, where traditional values are being mixed with western-based values, which is why 
these ideas do not become an identical copy of western culture but a reinterpretation in the local 
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context. Through a long-standing historical process of symbolic violence and cultural reproduction 
from colonial times to today, the western-based knowledge has become legitimized. The Ghanaian 
education system and its pedagogic action seemingly plays a considerable role in reproducing this 
domination. Through the prevalent acceptance and misrecognition of the educational system as a 
neutral entity which can promote social mobility, cultural reproduction takes place as students that 
enter the educational system with capital benefits from their families are also able to acquire the 
high-level education necessary for the most desirable jobs. Students, such as Amakpor, who struggle 
to join the English speaking elite due to their lack of inherited capital, are seen as useless, and 
receive little support from their teachers. Additionally, it is questionable whether most students 
actually benefit from the subjects being taught in school, or if they are merely being conditioned to 
become “good” members of society, so that Ghana can become a more productive nation state. In the 
field of education in Ghana, it becomes evident that there is a cultural power struggle taking place, 
with clear winners and losers. Following up on this, power relations between different actors within 
the field of education, at the micro and macro levels, will be investigated in the following chapter. 
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Chapter	  5.	  
5.1.	  Introduction	  
This chapter answers the last working question, What power relations are at play in the Ghanaian 
education system, on the micro and macro levels, and how do they interplay to influence cultural 
reproduction? Two categories of power struggles emerged from the data: (5.2.) struggles in cultural 
capital acquisition between the education recipients in the subfield of schools at the micro level; 
(5.3.) and struggles between education authorities in the subfield of knowledge production at the 
macro level. Within each category there are separate conflicts which interplay to perpetuate the 
collective habitus of cultural capital reproduction in Ghana.  
5.2.	  Micro-­‐level	  Power	  Relations	  in	  Ghanaian	  Society	  
As outlined previously, Ghanaian society is multicultural and contains different ethnic groups and 
communities. Since independence, education had been taken as an important tool in the development 
process of Ghana. The global forces that are influencing Ghana’s education practices, are also 
maintaining the process of cultural reproduction within the complex society of Ghana. In this part of 
the research, the micro-level picture of Ghanaian society will be drawn and exemplified by 
highlighting and analyzing the main confrontations and problems, which arise from the historical and 
present interplay between the local society of Ghana to global macro structures that are influencing 
cultural reproduction throughout education. The aim in the next paragraphs is to examine who is 
more likely to gain benefits from Ghana’s educational practices. The different regions and districts 
will be examined with emphasis on the disparities between urban and rural areas. Additionally, the 
gap between poor and rich households will be displayed, and equality of access to education and its 
quality will be explored.           	  
5.2.1.	  Education	  in	  Urban	  and	  Rural	  Areas	  in	  Ghana	  
In an Education Sector Performance Report of the Ministry of Education (2012: 9), it was indicated 
that enrollment at the primary level of education varies between the different regions from about 
73% enrollment at the Eastern and Volta regions, to about 91% enrollment at the Central and 
Western region (see figure 1), also emphasizing the uneven distribution of enrollment percentage in 
primary education over the country. The majority ethnic group, Akan, which is mostly located at the 
south-western regions, has dominated many sectors of society due to the high concentration of 
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schools in their area during the colonial time, while the other regions, mostly in the north, were 
lagging behind (Dei, 2005: 269). Since then, a progress in the other regions has been improved, but 
as the data confirmed, there is a long way to equality.   
 
Figure 1: Percentage of childrens enrol in primary education in Ghana’s different regions. 
NER = Number of children in primary age enrolled in primary education divided by number of children at primary age. 
Education Sector Performance Report (2012)  	  
Obeng-Odoom (2012) investigated the effect of neoliberalism on employment in Ghana, 
emphasizing the fact that 51.5% of the citizens in Ghana live in an urban areas, and that Ghana is 
undergoing an urbanisation process (Obeng-Odoom, 2012: 85, 89). In 2008, 31% of the employment 
in the urban areas was within the public sector, and only 22% in the private sector. The rest, about 
47%, were employed in the informal private sector (ibid.: 95). The informal private sector is the most 
growing sector since the 1990’s, and it is the dominant employment sector in Ghana’s economy and 
specifically dominant in the urban areas (ibid.: 96, table 3). In terms of job creation, an uneven 
distribution between the urban and rural areas is taking place. The 238,334 jobs, that have been 
created in the private sector between 2001-2010 are mostly taking place in urban areas, while the 
jobs created by the public sector are more evenly distributed (ibid.: 96). During 2001-2009, only one 
investment project was located in the Upper-West region, while most of the private investments 
projects were located in Accra and its greater region (ibid.: 97). Ideologically, investments in the 
private sector ‘are mainly concentrated in areas where greater scale economies can be obtained’ 
(ibid.). Moreover, about 60% of the workers in the private sector do not have a formal contract with 
their employers, and 67% of them are in organisations without trade unions (ibid.). The increasing 
number of private sector investments, particularly in urban areas, and the acceleration of urbanisation 
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process are related to the neoliberal turn as described in (3.4.) (ibid.: 86-87), and it influences 
Ghana’s education sector characteristics and practices. 	  
In terms of cultural reproduction throughout pedagogic action, it is obvious, that the south-west 
regions, specifically, the urban areas in those regions, headed by Accra, are dominant and have 
greater access to the different forms of capital. Ghana is undergoing a process of urbanisation, and 
more citizens see the city life as a key to exit from the poverty cycle. The poor citizens, who are 
moving to the city, are misrecognizing that the same power relations between the cultural groups are 
in play also in the city; they have more opportunities to get a job, and better access to education. 
However, at a closer look, the job opportunities offer low-wages in non-protected conditions, and in 
big cities like Accra, unemployment rate is still relatively high (ibid.: 98, table 6). When the access 
to education is examined, low enrollment ratio is shown in the greater Accra and the south-east 
regions (see figure 1) in contrast to the south-west regions.  	  
During the colonial era, the dominant ethnic group of the south, Akan, was favoured by the rulers in 
terms of development and ‘have dominated many sectors of society’ (Dei, 2005: 269). The south-
western regions have a significantly greater percentage of primary education enrollment on a 
national scale, and the urban areas in these regions are more likely to be favoured by foreign private 
investments (94% of private sector investments by 2010) (Ghana Investment Promotion Center 
2010b:3 cited in Obeng-Odoom 2012: 93). The rapid urbanisation process will increase the private 
sector investments in education and the gap between the south-west regions to the other regions in 
Ghana.  	  
Furthermore, the percentage of qualified teachers is also different between the regions, and it is 
greater in the south-central and south-western regions compared with the northern regions, for 
example, Greater Accra had about 90% qualified teachers and Upper West had about 50% qualified 
teachers (Ministry of Education 2012: 18). Moreover, when the pupil-teacher ratio (PTR) is 
examined (31:1 on national level), there are disparities between the different regions, it varies from 
28:1 in Ashanti region to 40:1 in the Upper East region (Ghana Development Group 2012: 22). 
Examination of the ratio on the district level within the different regions, greater disparities are 
shown, with the best PTR in a district located in Brong Ahafo region, and the worst PTR in a district 
located in Volta (Education Management Information System 2010, cited in ibid.: 60 table 16). The 
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Pupil Teacher Ratio is related to the quality of the pedagogical action, and it differs significantly 
between the regions and furthermore on the district level.  	  
These disparities suggest an unequal distribution of education, which will keep expanding the gap 
between the different groups in Ghana’s society. Additionally, Anamuah-Mensah, Asabere-Ameyaw 
& Dennis’ (2007: 136) study results indicated greater rates of late entry to school, which will be 
discussed further in (5.2.2.), in the northern regions, there poverty and long distances from schools 
are influencing over-age children enrollment and high dropout rates. This data is supporting the 
south-west regions to be predominant in the educational practices, and be more influential in terms 
of cultural reproduction. More disparities had been shown in percentage of girls enrolled in JHS in 
urban (48%), semi urban (44%) and rural (42.3%) (Anamuah-Mensah, Asabere-Ameyaw & Dennis, 
2007: 136), this can exemplify the gender inequality that is reproduced within the education system 
in Ghana, also here, the rural regions seems to be lagging behind. 	  
5.2.2.	  Access	  to	  Education	  for	  Rich	  and	  Poor	  Households	  in	  Ghana	  
Statistics on Ghana between 2005-2010 indicated that 53% of the new entrants to primary education 
were two or more years older than the official school entrance age (Delprato, 2012, cited in 
UNESCO, 2012: 64, figure 1.16). This phenomenon is recognized with poor households, the Unesco 
report (2012) linked poverty and late entry to primary education, mainly caused by three reasons. (1) 
Long distance from school, more money spent on transportation, as a solution, some of the children 
are waiting to be old enough to walk long distances, then the parents might be concerned about 
safety, which can affect enrolment of girls in primary education. (2) The experience of the poor 
households with schooling is mostly short and they might not know the official age to send their 
children to primary school. (3) Health problems are a bigger issue for the poor households, which 
hinder the children to enrol (UNESCO, 2012: 64). Moreover, late entry to primary school can cause 
further late entry to Junior High School (JHS) (Anamuah-Mensah, Asabere-Ameyaw & Dennis, 
2007: 136), and it is increasing the chances to drop out before completing the education cycle 
(Ministry of Education, 2012: 8, 10),  mainly because of: (1) The curriculum and learning materials 
suit children of a lower age, who progress at another pace. (2) Large differences in age might cause 
social problems in class. (3) The poor households’ children also need to work beside their studies. 
(4) Girls might not complete the basic education cycle before they entered the age of marriage 
(UNESCO, 2012: 65).  	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From the data presented, the phenomenon of late entry to school appears to be a trait of the poor 
(Delprato 2012, cited in Unesco 2012: 65, Anamuah-Mensah, Asabere-Ameyaw & Dennis, 2007: 
136). Furthermore, it points out gender inequality, where safety issues might hinder parents from 
sending their girl to school, because of the long distance she needs to walk or drive. 	  
Between 2003-2008, in Ghana, the decline in over-aged new entrants to primary school was twice as 
large among the richest households compared with the poorest (Delprato 2012 cited in UNESCO, 
2012: 65). In Ghana, 100 out of 100 children from the richest households enter school, compared 
with 87 out of 100 children from the poorest households. By the end of the basic education cycle 
(primary + secondary) the gap had shrunk, with 80 of the richest 100 completing, compared with the 
72 of the poorest (ibid.: 66, figure 1.19). In this case, a big difference is shown between the 100% 
enrollment in school of children from rich households as opposed to 87% enrollment of children 
from poor households. Ghana did major progress increasing access to primary education during 
2003-2008, mostly encouraged by the abolition of school fees in 2005 (Ghana Development Partner 
Group 2012: 18), but the number of children completing six grades cycle education remained steady. 
In 2003, 81 out of 100 children started first grade and 79 completed the sixth grade cycle. In 2008, 
96 out of 100 children started first grade and 77 completed the sixth grade cycle (UNESCO, 2012: 
68, figure 1.21). From the data represented, it is deduced that a greater access to primary education 
had been achieved during the last years, but the number of children dropping out is still not 
maintained and had even decreased. When crunching the numbers of each year, in 2003, 79 children 
out of 81 finished the primary education cycle, and in 2008, 77 children out of 96 completed, it can 
be deduced, that there is a lack of sustainability, although that there is greater access to education in 
Ghana, the percentage of children dropping out from primary education increased.  	  
There are more expenditures that should be taken into account for the poor household economy, 
uniforms, school meals and transportation are only part of the education process fees. The poor 
family is sending their child to school, but as the years pass by, the chances of the child to remain in 
school are in line with the household economy, and in many cases the children need to work instead 
of going to school (Asabere-Ameyaw & Dennis, 2007: 145). That is contrasting to the rich 
households, which benefit from the abolition of school fees and they can invest the money in other 
education related practices, private teachers, newer and better equipment for school, meals and 
transportation, bridging the gap further on from the poor children. In terms of cultural reproduction 
of educated pupils, the children have a greater chance to finish full educational cycle (minimum 9 
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years), if they come from a rich household or they have economical support from their family, 
mostly if education seems important to the parents (e.g educated parents will support their child's 
education).  	  
Additionally, while the target for Universal Primary education provided by the Millenium Goals has 
pushed more Ghanaian students than ever into Primary and Junior Secondary School (Yamada, 
2005: 74), the real bottleneck for high-level, academic education lies between Senior Secondary 
School (SSS) and university. Although 40% of students proceed from JSS to SSS; many do not make 
it to university; additionally, three-fourths of the attendees at the University of Ghana and Kwame 
Nkrumah University of Science and Technology came from the top 50 SSS’s, out of a total 504 
schools (ibid.: 89). Although these top-level SSS’s are public schools, one must have have a 
qualifying score from their JSS diploma, to attend these top SSS’s -- it is a highly competitive field 
(ibid.). As a result, students from the private JSS’s, which cost 100 times more than their public 
counterparts and are in predominantly urban areas, are most likely to gain access to the best SSS’s, 
and proceed to university (ibid.). The result is a situation of low social mobility for poor families 
from rural areas, and the continued success of students from families that can provide them with the 
support necessary to do well in school, and continue the cycle, providing further empirical evidence 
of cultural reproduction. 	  
Consequently, the 60% of students who do not proceed from JSS to SSS, or do not proceed to 
university, are left having learned few relevant skills for employment, but rather leave school in a 
conflicted state where they have learned that: 
‘they should be proud of their forefathers’ occupations and take them up willingly as their 
own calling; at the same time, students are socialized to urban-centered values through 
interactions with teachers and textbooks’ (ibid.: 90) 	  
From the aforementioned data, it is evident that children from rich households are more likely to 
attend high levels of education (high school and University). Although, the children from poor 
households gained more access to primary school, they are having problems with continuity to the 
higher levels. These problems derived from long distance from the institutions, lack of support from 
their household, and late entry to education. All children go to primary school, there they interact 
with different values throughout the pedagogical action, but it is the children from the rich 
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households, who have a larger chance for upward social mobility and better outcomes from the 
education process.    
5.3.	  Power	  Play	  in	  Knowledge	  Production 	  
To give the reader a synopsis of this section the macro level subsections are: (5.3.1.) the global 
transnational and national level agents involved in knowledge production; (5.3.2.) struggles between 
private institutions, the state, and DPG, in legitimizing the tools of education – the teaching 
materials, curriculums and teacher training, (5.3.3.) struggles between district, regional, national and 
external agents in ownership of pedagogic work at schools and power struggles in education 
administration, (5.3.4.) competition between transnational and national agents for monopoly in 
legitimizing the pedagogic theories underpinning the framework of education practices in Ghana; 
(5.3.5.) monopoly of World Bank agenda in future Ghanaian TVET programs. 	  
5.3.1.	  Macro	  Level	  Agents	  Involved	  in	  Knowledge	  Production	  
In recent decades the Ghanaian education sector has had significant support from donor countries, 
bilateral/multilateral organizations, and International NGOs. In 2003 the Donor Partner Group 
(DPG) was established to monitor and coordinate sector-wide programs; in Ghana the DFID and 
UNICEF hold the  coordinating positions (Global Partnership for Education website 2012: Ghana) 
and the World Bank holds the role of Supervising Entity (Ghana Education Sector Group, 2012: 1). 
Together with members of the MoE they form the Ghana Education Sector Working Group (ESG), 
which addresses educational matters of mutual interest (Ghana Development Partner Group, 2012: 
14). The DPG’s approval of Ghana’s Education Strategic Plan (ESP) and budgetary policies allows 
the country to qualify for the EFA FTI Catalytic Fund (Education for All Fast Track Initiative) 
representing 6.5-9% (2003-2009) of Ghana’s public education expenditure budget; future support is 
predicted to be 9-12% of said budget (ibid.: 29).   	  
In a 2002 Educational Sector Review the MoE appears indebted to the DPG stating, ‘it is abundantly 
clear that without the intervention of the Development Partners Ghana’s education system would 
have collapsed. The country must forever be grateful to the DPs.’ (Ministry of Education, 2002: 
126). At the start of the new millennium, the amount of donor inflow (since 1987) to the education 
sector was estimated at US$500,000,000.00 (ibid.: 126). Yet in the same report the MoE appear 
conscious and wary of the influence the DPG can leverage in the national education sector, stating, 
‘...they come in with their own special agenda and tend to foist pet projects on the education 
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sector...The MOE and GES tend to allow this to go on because they have themselves not developed 
any position as to what they want.’ (Ministry of Education, 2002: 126). The 2002 report also found 
disturbing the fact that more than 67% of the donor inflow was in the form of concessional loans (as 
opposed to grants), of which the World Bank was the main provider, issuing over 50% of total aid 
(ibid.: 143). The report cautions the MoE to ‘have their own stand’ on assessing project proposals 
very carefully to see how well they can contribute to MoE progress (ibid.).  	  
However, the report predicts that future growth in the education sector is ‘in the hands of donors’ as 
Ghana is unlikely to increase domestic investment into the sector (ibid.: 144). At the time of the 
report the total expenditure in the sector represented 1% of GDP, with funding sources 62% public, 
31% private and 7% donors (ibid.). This illustrates how the economic capital of the DPG positions 
them to act as a pedagogic authority within the sector. Consequently, when the MoE and the GES 
allow the “pet projects” of the DPGs into the sector under the guise of neutrality (Bourdieu, 1977: 
67), they are inadvertently sanctioning legitimate symbolic violence on their citizens who will likely 
be unaware of the power relations at play, yet subjected to the cultural arbitrary of the “pet projects'” 
pedagogy. The longer this educational institutional structure continues, according to Bourdieu, over 
time it creates the social conditions for legitimizing a pedagogic work when the power relations 
perpetuating the reproduction of that schooling are misrecognized by the students or educators 
(ibid.).  	  
5.3.2.	  Competition	  in	  Legitimizing	  the	  Tools	  of	  Education	  
The promotion of foreign textbooks is another cultural conflict and form of symbolic violence 
experienced by students. The MoE states that ‘development partners should be tied to purchasing 
books from local publishers in order not to flood the market with foreign books’ (Ministry of 
Education, 2002: 152.). This was a particular problem when the policy at the time was to teach in the 
local languages; the MoE stated, ‘there are still no text books in the local languages’, and it called 
for more locally published and written teaching materials (ibid.). Progress in this has been slow and 
it remains a goal of the ESP (Ghana Development Partner Group, 2012: 55). 
 
By virtue of being the “available” teaching tool, the foreign book then replaces the national textbook 
as the de facto cultural reproduction aid. Besides creating linguistic dominance, (see section (4.6.)) it 
raises the issue of what ‘hidden curriculum’ could be transmitted to Ghanaian children? Even core 
textbooks are more than literacy or numeracy tools; stories or mathematical word problems contain 
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everyday cultural values which may go unrecognized as influences. However, they will be 
‘inculcated’ or impressed on the students mind through daily use and thereby contribute to producing 
a habitus defined by that transfer of knowledge (Bourdieu, 1977: 48). 
 
Going back to the 2002 MoE report, the data shows how the DPG (namely the World Bank, DFID, 
USAID) contributed to the curriculums and teaching materials in the 1996 Education Reform when 
they trained the CRDD (Curriculum Research Development Division) and provided support to lead 
the textbooks writing panels (Ministry of Education, 2002: 125). In response to the ‘qualified teacher 
crisis’ (Ghana Development Partner Group, 2012: 76) the DFID has been assisting in teacher training 
programs (ibid: 24) and recommended a unified pedagogy as explained further in section (5.3.4.) 
This illustrates how the expertise of the DPG consultants is a form of cultural capital by which they 
gained accessibility to the realm of creating ‘standardized, codified and systematized’ school 
messages for Ghana in the form of teaching tools to control the the homogeneity and orthodoxy in 
the pedagogic work (Bourdieu, 1977: 58). 	  
5.3.3.	  Ownership	  of	  Pedagogic	  Work	  at	  Schools	  and	  Education	  Administration	  
Slow progress in decentralization is another way that power over cultural reproduction remains in the 
hands of a few. In a press conference the Ghana National Association of Teachers (GNAT) has urged 
parliament to amend inconsistencies in the decentralization policies (Amoah, 2012: 251584). It is 
unclear who the monitoring agencies (NTC, NIB and NCCA) are to report to, as the GES ‘exists only 
by name but not deeds’ (ibid.). Mechanisms for coordinating and monitoring programs between the 
National, Regional and District levels have not been specified and there has not been a real transfer 
of authority to the District level (Ghana Development Partner Groups, 2012: 67). The reasons cited 
by the Ghanaian Educational Sector are ‘weak political and management will’ and ‘undue political 
interference in education management’ (ibid.: 67).  But according to the World Bank ‘most districts 
lacked the institutional capacity needed to ensure the effective implementation, supervision, 
monitoring and evaluation of the planned activities…’ (World Bank, 2012: 9). Either way, present 
conditions are marginalizing the power plays away from the vote of the community level; teachers, 
superintendents, parents, and students lack a platform to influence educational practices.  	  
Teacher absenteeism is reportedly a leading problem, with only 39% of required teaching time (25 
hrs per week required) being dedicated to the task (ibid.: 23). Teacher recruitment is under 
reassessment, as at the moment it conforms to local norms and depends on local networks and 
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familial ties rather than teaching capabilities (ibid.: 23). As a result, the MoE requested DPG 
assistance in developing a set of staffing formulae and guidelines due 2013/2014 (Ghana Education 
Sector Group, 2012: 3). This move appears to contradict the stated EFA goal of placing power in the 
hands of the district community. The DPG operate on a dimension outside of the realm of the 
national teacher; this new set of staffing formulae and guidelines are to be created in that dimension 
where the teacher and district level school management have no voice or vote to input suggestions or 
feedback.  	  
Another power conflict arises in monitoring the increasing public-private partnerships (PPP) 
representing approximately 30% of the sector in 2012 (Privatization in Education Research Initiative 
2012: 16-17). The government has encouraged PPPs since the 2008 education reform (Education 
Act, 2008: 23.1). But it has limited the role and scope of the district inspectorate for private schools; 
Education Act 2008 allows for religious bodies to establish their own directorate for inspection and 
supervision of their own institutions, and the District Assembly may not preclude the body from 
doing so (Education Act, 2008: 8.3). It states that this must be in conjunction with the District 
Assembly but specifies no further procedures. At present, private schools are running autonomously 
from the district authority as the decentralization process is incomplete (Development Partner Group, 
2012: 67); the MoE previously stated, ‘Evidence available indicates that once registration is 
granted, the Proprietors of private schools make supervision difficult and information received from 
most of the schools tend to be unreliable’ (Ministry of Education, 2002: 124).  	  
This leads to a concern regarding the role of unchecked private institutions where little feedback is 
given on the soft inputs (ibid.) i.e. teacher competencies, curriculum and pedagogy used in 
classrooms which are shaping students habitus as described in chapter 4. Nationally, the MoE has 
monitored private school outputs of a more quantitative nature e.g. graduate levels, grade transition, 
access equity etc. and ignored the hidden curriculum of soft inputs -- the ESP reforms are attempting 
to change this by focusing on quality improvements sector wide (Ministry of Education 2012: 1-49). 
However, without effective monitoring in place for private institutions, over one third of Ghanaian 
students will be left out of this evaluation and quality improvement.  	  
In summary, until the Ghanaian parliament addresses these inconsistencies, it is unrealistic to expect 
that power is the hands of the community. Students, teachers and parents in public schools are 
clearly being marginalized from the decision-making processes of symbolic control over cultural 
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reproduction which is happening at the regional, national and global levels. Additionally, due to poor 
monitoring of PPPs, private students are marginalized from the new ESP monitoring improvements 
aimed at improving quality education. A related opportunity for top-down power conflicts in cultural 
reproduction is illustrated in the following section on the future national pedagogy. 	  
5.3.4.	  Unifying	  Ghana’s	  Pedagogical	  Theoretical	  Framework 	  
The DPG recommends a transformation of the nation’s pedagogy based on research funded by the 
DFID stating, ‘...the provision of education of good quality in public schools is still proving elusive 
and lessons from major quality initiatives, such as USAID’s EQUALL, need to be applied on a 
national scale’ (Ghana Development Partner Group, 2012: 24). The main premise of the 
recommended documents (EdQual, 2007 & EdQual, 2009) is to define what a ‘quality education’ 
should be. EdQual advocates capability learning based on a global era future and it points to local 
cultural norms and values that may stifle that learning in developing countries (EdQual, 2009: iii). It 
recommends policies that would, (a) allow more local managerial freedom, (b) define and instill 
moral and intellectual leadership skills and accountability for leaders of all levels, and (c) go beyond 
‘a narrow, technicist mindset’ promoted by human capital approaches currently adopted by most 
developing countries (ibid.: 18, 19). 	  
Interestingly, there appears to be a global and national institutional struggle over the matter. 
EdQual’s ‘social justice’ approach differs from the two globally dominant frameworks, namely the 
human capital and human rights approaches (EdQual, 2009: iii). EdQual critiques the ‘good 
governance’ approach advocated by UNESCO as attempting to incorporate the human rights 
approach of participation at the community level whilst ignoring reality; parents and teachers in post-
colonial African countries are unlikely to have a “voice” in participation when ‘...the rule of 
postcolonial elites that are backed up by competing global interests have more often than not been 
the norm approaches’ (EdQual, 2009: 17).  	  
Furthermore, one aim of the EdQual approach is to remove the predominance of a critical and non 
reflective pedagogy in African countries which reproduces social status based on gender and 
minority violence and discrimination (ibid.: 18). The case of Amakpor from the previous chapter 
(4.6.) is one example of how this pedagogy is marginalizing student learning in everyday practices. 
But this presents a challenge. To effectively restructure and unify the pedagogy around ‘social 
justice’ will require the transformation of more fields outside the educational system as it calls into 
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question the restructuring of values, norms and doxa that are deeply rooted in many realms of 
Ghanaian society, yet evidenced in educational practices.  
 
This DPG recommendation of a unified pedagogy is one of considerable interest because on one 
hand it suggests the possibility that global actors through their symbolic power could shape the 
theoretical framework underpinning future Ghanaian pedagogy. Deciding the future moral and 
intellectual hegemony of the nations educational leaders at all levels is ideologically complex and 
gives rise to a more philosophical-political discussion which is not the aim of this paper. 
Nevertheless, the data shows a bid from external agents to determine the ‘quality’ of Ghana’s 
education. Whether this will be implemented is yet to be seen, but it indicates a national and global 
struggle over ‘the monopoly on the dominant cultural legitimacy’ which according to Bourdieu ‘...is 
always the object of competition between institutions and agents’ (Bourdieu, 1977: 22).   
 
5.3.5.	  Reforms	  in	  TVET,	  Secondary	  and	  Tertiary	  Education 	  
According to a World Bank report, Ghana’s economic Growth and Poverty Reduction Strategy 
(GPRS II) ‘aims to go beyond the MDGs, including  a focus on the “manpower needs of a future 
middle-income Ghana” beyond basic education attainment (World Bank Report, 2011: 2). The 
Ghanaian economic strategy 2009 is influential in determining priorities for secondary and tertiary 
education program funding and planning, which in turn determine the opportunities available to 
Ghanaian students. The Ghanaian government has decided to put an emphasis on 
‘business/enterprise needs to improve productivity’ by focusing funding and policy changes on 
improving the Technical and Vocational Educational Training programs available to Ghanaian 
students (ibid.). 
 
The World Bank is a key player in this move. Policy decisions by the Council for Technical and 
Vocational Education and Training (COTVET) are based on the 2007 World Bank Country 
Economic Memorandum (CEM) (World Bank, 2011: 2). The CEM states that Ghana’s formal sector 
is reportedly shrinking due to lack of skilled labor (ibid.). The GPRS II strategy wants to reverse this 
by strengthening the formal sector through the TVET programs.  
 
According to the CEM the TVET system is ‘too fragmented, inefficient and inadequately financed to 
be able to respond to demand or to effectively improve the employability of the trainees’ (World 
Bank 2011: 4). According to the World Bank this is because the Ghanaian government has acted as a 
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provider (public services) or regulator (private services) in the sector; additionally TVET programs 
are supply driven (ibid). This is due to two factors: (1) dependency on external donor funding and 
donor-agendas, and (2) the governments funding allocations not based on recommendations from the 
national university scientific and technological research institutes, nor the private sector needs (ibid). 
In response, the World Bank supported a massive cross-sectional reform of the TVET program 
implemented together with Development Partners and the government of Ghana; objectives are:  
‘(i) target demand-driven skills investments in economic priority areas; (ii) provide 
institutional strengthening to key agencies and ministries; and (iii) support an innovative 
mechanism (competitive fund) to enhance the market for relevant training and provide a 
platform for other donors (i.e., DANIDA, AfDB, Germany, JICA) to support skills and 
technology development in Ghana.’ (World Bank, 2011: 6).  	  
The data illustrates how the high symbolic capital of the World Bank has given them opportunity to 
dominate the cultural capital reproduction of the Ghanaian TVET program. To be clear, this project 
is not concluding that the World Bank is operating autonomously in Ghana; they are clearly working 
in conjunction with several sectors of the government. However, they are managing to leverage a 
World Bank neoliberal agenda through their positions. Firstly, the advisory capacity of the WB in 
researching the CEM initially positioned them as experts in the desired outcome of the 2009 
Ghanaian TVET policy changes; their power position was later strengthened when the DPG and in 
particular the World Bank lead the capacity building by funding and playing a key role in 
implementing the changes.  The outcome is that the World Bank agenda of market 
mechanisms,  economic efficiency and productivity, decentralized governance and “state steering” 
roles (instead of state-providing) will guide the future policy of education in Ghana’s TVET 
program. 
 
This project views these positions, resources and outcomes as giving the World Bank power in 
knowledge production. This further legitimizes their role as pedagogic authorities in the TVET 
program and theoretically this will change the habitus for the Ghanaian students on the micro level 
category shaping their choice of cultural capital acquisition opportunities. The students could 
perpetuate the legitimacy of this form of capital reproduction by “choosing” the new TVET options 
made available to them thus facilitating cultural reproduction domination. Theoretically, students 
would choose the educational options left to them because they are unaware of other options by 
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which to better their position in life other than those stipulated by the dominant educational system 
as providing symbolic capital for upward mobility.  	  
However, reflecting further on the micro level interplay and empirical data from previous chapters, 
the TVET reformers may meet a challenge in changing the collective opinion of the programs held 
by Ghanaian society. The TVET program is attempting to become more attractive to future students 
through outreach programs, media campaigns, targeted marketing of the programs, and inclusion of 
more scientific and academic subjects (World Bank, 2011: 6). But as the data showed in chapters 3 
and 4,  the TVET are unpopular in the minds of students and parents. They are regarded as 
inefficient in providing students with skills needed for upward social mobility. Historically they 
acquired a label as second-rate institutions for non-elites, and pre-vocational and pre-technical 
subjects in basic and secondary schools were de-emphasised by the local community.  	  
This presents a challenge for the reforms in the TVET program as clearly the data shows that the 
collective habitus of Ghanaian society is not disposed to enrolling in these educational practices. 
Despite changing policies and levels of emphasis in TVET programs over the last 50 years by the 
educational system, the TVET education has been largely rejected by community members. This 
exemplifies how multiple habitus’ shape the ultimate disposition of choosing an educational practice. 
The historical context of Ghana influenced the rejection of manual labor roles, or emphasised a 
preference for western elite academic careers. This collective habitus and predisposition is 
marginalizing future opportunities for growth in the labor market. For example, Ghana estimates that 
infrastructure needs will offer an annual 10-12% increase in unmet demand for construction skills 
(World Bank, 2011: 4) and a similar number in skilled horticulture, but as one Ghanaian journalist 
commented: 
‘In this part of our world, hardly even a senior high school leaver would want to go into 
vocational/technical training and practice...This sector is usually seen as a preserve for the 
poor and the intellectually disadvantaged in society. An unemployed graduate would choose 
to roam the streets jobless than to pick the hoe and cutlass and head for the farm to weed and 
to cultivate crops. Even the Agriculture graduates themselves are not ready to farm. It would 
be war for any body or government to suggest to any frustrated, unemployed graduate to 
invest his/her time and resources in say, agriculture. Our youth want white collar jobs in the 
cities and towns and not farming in hinterlands, Aah!’ (Amoah, 2012: 250322) 	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In light of this sentiment, TVET reforms face a challenge in adjusting the collective habitus; they 
must remove the stigma of these careers if they are to succeed in increasing TVET educational 
choices amongst students. 
5.4.	  Preliminary	  Conclusion	  
In summary, Ghana has wide socio-economic disparities of access to an education, moreover one of 
good quality. Students from urban areas, particularly in the South-West, are advantaged due to 
factors of higher household income and greater government investment in schools and infrastructure. 
Transitioning through school levels or even finishing basic education is a struggle interrelated to 
conditions of poverty (i.e. child labor, early marriage, disease). But also due to rural marginalized 
communities lacking educational institutions, learning materials and trained teachers. Consequently, 
only an estimated 40% of Ghanaians are reaching Senior High School and access to tertiary 
education favors elite prep-schools graduates. As a result the cultural capital acquisition for upward 
social mobility is disproportionately marginalizing the majority of Ghanaian society. 	  
The Education For All global agenda dictates the situation must improve in the basic levels by 2015. 
This crisis in the educational system positions development agencies to provide economic resources, 
educational expertise, strategic advice and program planning. In addition to this leverage of symbolic 
capital, certain conditions permit the DPG more symbolic power in monitoring, evaluating and 
advising the Ghanaian education sector. They are the weak political structure of the MoE and 
institutional mismanagement. Nevertheless, national and global agendas convene to reform the 
tertiary and secondary educational system based on neoliberal ideals; sector-wide the educational 
practices have a noted harmony with western or global cultural reproduction. The collective habitus 
of the country is misrecognizing these power plays as they are happening outside the realm of 
community level. Social conditions as they are permit the continuance of symbolic violence and 
legitimizes it in the habitus of the community. But can it be said that this is a case of cultural 
domination? The next chapter will conclude on this by answering the problem definition, How could 
the educational system in Ghana create cultural domination within its society? 	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6.	  Conclusion 
 
The previous chapters depicted the current collective educational habitus in Ghana by following the 
historical trajectory of the educational practices in Ghana Chapter 3, the everyday experiences of 
Ghanaian education (Chapter 4) and the power plays in cultural reproduction (Chapter 5). This 
chapter will conclude on those findings to answer the problem definition: How could the educational 
system in Ghana create cultural domination within its society? 
 
The historical data showed that current educational practices in Ghana, are products of struggles 
against colonial, elitist and western cultural domination and symbolic violence, which marked the 
emergence of formal schooling in Ghana. Official knowledge was thereby institutionalized by the 
dominant school culture, which was based on a western hegemony. Struggles between agents in the 
field of education is still taking place e.g. the individual student, policy makers and education 
administrators, transnational experts, donors etc. All are engaged in a level of struggle in cultural 
reproduction and in two different categories which interplay to perpetuate the collective habitus of 
cultural capital reproduction in Ghana. 
 
The first category is macro level struggles over cultural reproduction between global and national 
agents and institutions. During the colonial era institutionalized schooling was introduced as a tool of 
domination and a way to create obedient citizens, shaped by European values and British ideas of 
character development. Despite independence in 1957, four educational reforms, and the 
decentralization of the MoE, Ghana is still struggling to establish an effective educational system and 
ideas introduced by western actors still seem dominant. Compounding the problem, the World Bank 
listed Ghana as a Highly Indebted Poor Country lacking sufficient economic capital to fund the 
annually needed 7,000 schools with 42,000 needed teachers and teaching materials to meet the EFA 
targets (Development Partner Group 2012: 64-65). This herculean feat has driven Ghana to depend 
on external donors and private-public partnerships and thereby concede to policy adjustments in the 
process; the EFA (Education For All) Development Goals frame the educational policies for the 
world. Aid dependent countries, e.g. Ghana, are most influenced by these policies (Yamada, 2005: 
72). The Development Partner Group has been a key player due to their positions of symbolic power, 
giving them access to act as educational authorities in the national sector; where their priorities on 
pedagogy, programs, ideology, teaching tools and more (5.3.) filter down to the micro level. 
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Furthermore, top-down control of cultural reproduction is perpetuated by national, regional and 
external authorities maintaining ownership (5.3.), thus excluding community members (i.e. teachers, 
students, parents, superintendents) from active participation. Ghanaian and EFA policy objectives 
promote “good governance”; reality is just the opposite. Historically, centralized decision making 
has been the norm (Chapter 3), creating a disposition in the collective habitus of community 
members to concede to top-down educational decisions. Over time, elitist institutional structures 
have become accepted as legitimate and as a result the collective habitus also ascribes more value to 
some types of knowledge than others. In the Ghanaian education system, traditional and indigenous 
knowledge  is subordinated and suppressed by the established western knowledge and science 
(Chapter 4), for example the widespread perception of English being equivalent to education, while 
Ghanaian languages are taken much less seriously. These values in turn shapes the type of 
educational practices that are selected by Ghanaians (Chapter 4). 
 
Paradoxically, this collective preference for elite, academic, English-language studies is 
marginalizing large groups of society from upward social mobility. There is a lack of interest and 
respect for TVET programs or studies that would lead to skilled labor jobs and this project views this 
as a national dilemma (Chapters 4 & 5). Vast market opportunities are opening up in the informal 
sector and skills demand is high. Reforms to improve the training in the sector are underway, but 
with the continued stigma of being a manual laborer, the applicants are disinclined to enter the 
studies hoping instead to follow another career path. Unfortunately, elite studies leading to a job in 
the formal sector are not available to all Ghanaians. Wide disparities in the basic and secondary 
educational system, and thus access to tertiary education, exclude most of the community from the 
most desirable jobs (Chapter 5). 
 
This leads into the second category of cultural domination. Namely, struggles between classes in 
society over cultural capital attainment. As the data showed (Chapter 5) the current educational 
system in Ghana has vast disparities in quality and access to education, with poverty line students 
struggling to access a school, much less transition to secondary levels. The economic capital of 
families in the south-west urban areas, privilege resident students to access a better quality education 
than other multi-ethnic regions. Yet ultimately it is the children of the elite class who by attending a 
select number of SSS prep-schools acquire the “valuable” form of cultural capital capable of 
increasing upward social mobility. Thus, cultural capital access is a privilege of the few but esteemed 
by the masses; the collective society gives into symbolic violence in the hopes of attaining a better 
life quality. In doing so, the disposition of the collective Ghanaian habitus is to value the 
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institutionally dictated knowledge forms; forms which have been and appear to be more western and 
globalized due to top-down culture transfers. By society’s compliance, Ghanaian indigenous 
knowledge and languages are relegated to second place in preference of global knowledge, when a 
choice must be made.  
 
In conclusion, answering the problem definition, all of the context specific multi-level historical 
political, social and economic conditions outlined in the previous chapters, create the “ideal” 
conditions for cultural domination within the educational field of Ghana. As viewed through 
Bourdieu’s conceptual framework, this can be understood as a mediating context, in the way that 
logic, politics and institutional structures in the field determine how the changing circumstances 
shape habitus, as a part of the on-going history of the field (Jenkins, 2002: 86). The interplay of these 
internal and external structures on collective dispositions are permitting foreign/global symbolic 
violence in Ghana and the disproportionate cultural capital distribution to a select group of Ghana’s 
society. In the process, the dominated actors on both macro and micro level, are (likely) ignorant of 
their own role in the cycle of symbolic violence. The widespread belief in education as essential for 
upward social mobility exemplifies the misrecognition that is legitimizing an elite and global cultural 
domination in the Ghanaian educational system.  
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7.	  Discussion	  and	  Further	  Considerations 
 
Departing from the Ghanaian context, it is worth discussing this project’s findings in relation to the 
global context, brought up in the problem area and bring up suggestions for further research on the 
area.  
 
This project found that education, in its global context, is guided by the Millenium Development 
Goals. Highly indebted poor countries are dependent on external funds and support to reach these 
goals. Findings suggest that transnational organizations are promoting neoliberal mechanisms 
globally, such as increasing number of public-private initiatives and the decentralization of 
governmental power and labor market skills demand driving education programs. Monitoring of 
programs has been based on quantitative measures, quality has been ignored. The drive for meeting 
EFA has meant that compulsory education has forced impoverished children in the developing world 
to attend substandard schools where ‘(...)the teacher pretends to be teaching and the pupils pretend 
to be learning.’ (Opoku-Amankwa, 2009: 130). The three global pedagogic approaches (human 
rights, human capital, and social justice) outlined in Chapter 5 are currently competing for 
legitimacy. Unless a global consensus shifts to quality rather than quantity, the EFA will likely 
continue to promote uneven development through cultural reproduction. 
 
Furthermore, the conditions that legitimize English linguistic dominance in Ghana could shed light 
on the changing policies and practices internationally. For example, as per the 2012 reforms, Danish 
students will be required to learn English from the first grade to improve their ability to ‘cope in the 
world’ (Weaver, 2012). Findings from this project can explain how Danes are misrecognizing the the 
legitimacy of this practice. Returning to Hobsbawm, globalization includes a standardization process 
in language, where one acceptable way should be agreed by all agents and generates the globalized 
activity under the same common values Hobsbawm (1998: 1). 
 
This project also found that academic research on Ghana had a prevalent emphasis to monitor 
quantifiable outputs and inputs e.g. teachers-student ratio and facilities. Quality monitoring, 
regarding which ideas and cultural norms are promoted through the education is lacking. The 
‘hidden’ cultural values reproduced within the education system seems not to be addressed and 
culture is rather treated as a neutral entity, which therefore allows room for symbolic violence on 
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global scale, since research produced in this field does not enhance this complexity. This could be a 
springboard for future research and might be needed in other developing countries as well. 
 
Other aspects of the project which were only touched upon could also be springboards for further 
research on a global level. Namely, neoliberalism and foreign cultural domination might be seen in 
other sectors in Ghana beyond education such as in the health sector and the media sector. Another 
point which have not been further elaborated on is power relations in terms of gender relations and 
who this is affected by symbolic violence and cultural reproduction. 
 
Further research could explore models on how to include local knowledge in schooling and cope 
with problems in schools with both local and global demands that can work as an effective 
combination between global and local, on how student can both learn local knowledge but still a 
desire to get transferable diplomas that can be used in a global context, a desire expressed by 
students in Ghana (Dei, 2002:338). 
 
Finally, while working with Bourdieu is not seamless, his theory still seems very relevant in present 
time, when looking at global educational trends where symbolic violence seems to be even more 
difficult to trace and deeply integrated into the global education agenda example in the Millennium 
Development Goals by the UN. 
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